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This paper is directed toward two goals:

to study the particular

relationship between juvenile delinquency and urban education, and
to focus on a program currently in operation which may affect that
relationship in desirable ways.
An examination into the area of juvenile delinquency shows that
the causes stem from an unstated class and caste system keeping minor¬
ity and ethnically different groups caught in a cycle of poverty and
low status.

One element in that cycle is the educational system.

Those youths who are labelled delinquent are characterized by
poor school achievement and a strong dislike of school.

That dislike

reflects an accurate perception of their urban school experience,
in which their self-concept is damaged, their cognitive abilities
stagnate, their creativity is stifled, and their chances for achieving
success in the large society are diminished.
If these youths choose the alternative of delinquency, they are
likely to be placed in a detention setting where they encounter the
same problems found in urban schools.

Detention schools are not pre¬

pared to offer anything to delinquent youths which might cause them to
change their perceptions of themselves and of society or to change
their behavior once they are released.
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Recognizing the problems in the educational system that relate
to and serve to promote delinquent behavior, the Urban Teacher Corps
sought to break the delinquency cycle by intervening at the key
point of teacher behavior, through improved teacher training which
emphasizes improved educational methods specially adapated for
delinquent youths.

The training program worked to produce competent

teachers--starting from its recruitment and selection procedures,
through special counseling and help with personality problems that
impede effective action in the trainee, assessment of the trainee
on-the-job.
This thesis describes the Teacher Corps learning center concept
implemented in a juvenile holding facility in Los Angeles County,
California as a basic instrument for promoting change in an institu¬
tional setting.

The Teacher Corps team planned and developed a learn¬

ing center specially adapted to the characteristics of the institution
and incorporated the methods and concepts developed through the
Teacher Corps training program into its classroom procedures.
The learning center's role is evaluated along three dimensions
of its activity.

As a place for training new teachers the learning

center appears to be useful and effective.

As a change agent, the

learning center's capacity to promote and implement institution-wide
change has not been realized.

Taking into account the subjective

processes which lead to breaking the negative learning patterns estab¬
lished by most delinquent youth in their schools, the learning center
is shown to be a successful learning experience for the students.

3
It is recommended and proposed that a survival school be
instituted to serve as a transition point between a youth's re¬
lease from a detention facility and re-entry into the community.
Hopefully, this recommendation will provide a further force in
combatting delinquency and the cycle which perpetuates it.
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INTRODUCTION

The precise relationship between juvenile delinquency and the
problems, inequities, and insufficiencies in urban education is yet
to be determined, but it remains a real feature of the existing
situation in American Schools.

Of course, the racial and socio¬

economic imbalance among those classified as delinquent brings
into play questions that range much further than the field of educa¬
tion.

However, the nation's schools provide a focal point, if not

indeed, a pivotal point, for delinquency; focal because current
social theory and practice often assumes schooling to be the area
wherein delinquency can be dealt with best, pivotal because investi¬
gation has tended to corroborate this assumption.
It is not delinquency in general and education in general that
have provoked the intense, concentrated interest and concern of all
levels of American society, but more specifically urban delinquency
and urban education.

This is so because the dramatic increase of

urban populations in this century has been paralleled by an even more
rapid increase in juvenile delinquency.

Just as this country's popula¬

tion is predominantly urban, so too the occurrence of delinquent
behavior is predominantly urban; furthermore, such behavior is
considered the most important urban problem in the eyes of the

1

2
urban citizen.

Given the range and seriousness of problems in

the cities today, such a ranking acquires even more significance.
It attests to the recognition by the ordinary citizen that the
alienation of youth demonstrates a fundamental failure of American
society.
The blame for this failure has been assigned to all of the
nation's institutions at one time or another, the institution of
education having received at least its fair share.

Yet it is un¬

reasonable to accuse only one aspect of our society as the sole per¬
petrator of an ill as pervasive as delinquent behavior.

More

important, it is not constructive to do so, for it draws energy
away from the task of solving the problem.
Professionals in the field of education would do well to
use this blame, this interest, this concern, and shape them into
a positive, constructive energy aimed at solving the problem as
it relates to education.

Rather than denying their own guilt,

educators can find ways to learn how developing such an attitude
might prove to be a practical exercise in methods which can in turn
be applied to the process of education itself, methods which may in
fact be the key to the solution of the problem.
Those professionals who deal directly with juvenile delinquents
in an institutional setting are in a unique position, a position most
often considered unenviable by their colleagues in ordinary schools.
Barnes Q. Wilson, "The Urban Unease," The Public Interest,
No. 12, pp. 25-39.
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From another perspective, however, these same detention teachers can
be regarded as the potential solvers of significant American problems,
because they must deal exclusively with those problems.

Their successes

become more important when seen in this light, as do their failures,
in that they point the way for the larger educational system.
This paper, then, will be directed toward two goals.

It will

study the particular relationship between juvenile delinquency and
urban education, and will focus on a program currently in operation
designed to embody some elements which may affect that relationship
in desirable ways.
Statement of the Problem
Urban youth labelled delinquent and confined within a detention
setting pose a unique challenge to the educator.

Most of them have

failed in and been failed by the educational system outside.

An

educational program designed for delinquents must seek to exclude
those elements which brought about the failure, and to include those
elements which will tend to produce success.

One program so designed

and in operation will be presented and evaluated, along with its
theoretical and empirical justification, in the literature.

Limitations of the Study
The nature of the educational process within California's
juvenile detention system makes the application of standard statisti¬
cal measures of change unusually difficult.

The juvenile hall in

which the program was initiated is a temporary holding facility
designed for rapid intake and release of juveniles who are detained
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while awaiting court action, placement in a camp, or release into
parental custody.

Their lengths of stay vary unpredictably, and can

range from three days to nine months, but normally do not exceed
nine weeks.

Although they are required to attend school at the

facility whatever the length of their stay, their day to day atten¬
dance is often interrupted by the demands of other departments within
the facility, which are granted priority over the school.
composition of classes, therefore, is constantly changing.

The daily
Furthermore,

students are assigned to classes by living unit rather than by age
or grade.

This means that in a given class one may find students

of quite different ages representing several school grade levels.
Although the formidable task of measuring change is discouraging
given these circumstances, it should be borne in mind that academic
achievement was not the sole, nor even the most important goal of
the program.

More important were efforts aimed at creating a positive

learning situation designed to help break the negative patterns
established on the outside and to motivate the youths toward greater
achievement.

While subjective changes such as these do not lend

themselves easily to objective measurement, they are changes that
determine in large part the success or failure of the detention ex¬
perience.
Significance of the Problem
The fields of urban education and juvenile delinquency have
produced a large and exponentially increasing body of knowledge,
theory, and practice, as well as a correspondingly large interested
audience.

This fact symbolizes the growing importance of these subjects
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for student and layman alike.

While many have recognized the intimate

relationship between the two disciplines, many others have been satis¬
fied with regarding them as somewhat related but basically separate
categories.

There is a temptation, once a youth has been labelled

delinquent, to thereafter dismiss him, consciously or unconsciously,
from the ranks of those who are served by the educational system of
the cities.

He has failed or neglected to do what duty or law requires,^

and thereby becomes another entity, a different thing, in the eyes of
many people.

Along with the semantic temptation goes the psychological

pressure to repress what cannot be dealt with, and no one should claim
a successful cure for juvenile delinquents.

To both of these is

added the more conscious, more obvious physical dismissal of those
labelled delinquent from their prior environment, including their
school.
The separation of these youths, physically, semantically, and
psychologically, from the mainstream of urban life, has far-reaching
consequences for both them and the rest of society.

By ignoring or

failing to understand and act upon an understanding of those conse¬
quences, society can expect no better than more theory and more
troubled concern—as well as more delinquency.
What ostensibly triggers the mechanism of separation are acts
considered antisocial by society at large.

Most studies of the subject,

however, have revealed that those mechanisms existed long before overt
acts were committed.

In case after case, the facts revealed that

^Webster’s New World Dictionary of the American Language
The World Pub. Co., 1957.)

(Cleveland
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society rejected an individual's fair chance for a good job and
happiness long before the delinquent acted against society.

How

can such discrimination be reconciled with the avowed Ideals and
goals of this society?

The inevitable answer is that it cannot be

reconciled, but must be changed so that the facts do not continue
to make a mockery of what this country believes itself to be.
Each individual who recognizes the need for change must work
toward it within his particular sphere of Influence and activity.
For the person involved in teaching juvenile delinquents this means
he must be not only more effective than other teachers, but must
also be involved in designing his own obsolescence.
The Belief System
History and popular belief indicate that the country was founded
as a democracy to embody the premise that all men are created equal.
History and common knowledge also reveal that the institution of
slavery was a basic reality of American life at the time of that
founding.

In time, of course, the institution of slavery gave way

to more subtle forms and pressures which perpetuated the inconsistencies
between belief and reality.

The belief itself, however, persisted.

Today, Increasingly, those involved in evaluating and changing
the country's social institutions tend to adopt a more realistic
perspective on the beliefs in democracy and equality.

That is, they

view them as worthwhile and potentially attainable goals rather than
as indisputable facts.

Such an outlook serves a double purpose—it

allows one to more objectively investigate and assess actual deviations
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from the goals, and it clears the way for implementing changes designed
to bring reality closer to those goals by eliminating purely dogmatic
and defensive arguments against change that are based on the beliefs
that democracy and equality are facts.

Such an outlook, then, acquires

great practical significance, and it does so without sacrificing a
firm commitment to those goals.

It merely makes them more attainable.

Applying this perspective to urban education and juvenile delinquency
requires first a consideration of the social facts which affect them.
Caste and Class
The first fact to be considered is that of the caste and class
systems of America.

According to Robert Havighurst's definition,

a caste group occurs when one group of people is separated from
other groups by a rigid barrier that prevents movement from one to
the other, when the society prevents or punishes intermarriage, and
when it passes this status from parent to child, the group may be
called a caste.^

By both law and custom, black Americans, as well

as Oriental-, Spanish-speaking-, and Indian Americans, have been
made to fill the lower positions of that system.

The abolition of

slavery and numerous declarations of equality have done little to
change the functional meaning of such a status; at most they have
succeeded In altering the system to one of "caste-like" rather than
strict caste groups.

4

3Robert J. Havighurst, Education in Metropolitan Areas
Allyn and Bacon, Inc., 1966), p. 14.
4Ibid.,

p. 15.

(Boston
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The caste system is not the only barrier to equality.

Within

each caste or caste-like group can be found a class system, which,
while somewhat less rigid, still acts as
the realities of American life.

a powerful force conditioning

The magnitude of that force can be

better appreciated by studying the results of research conducted
In an all-white mid-western community with a stable, native-born,
relatively homogeneous population.

Hollingshead tested the hypothesis

that "the social behavior of adolescents is related functionally to
the position their families occupy in the social structure of the
5
community," and he found that class position significantly affected
behavior in every major phase of social life.
The pervasive impact of class surprised even the researcher.5 6
He found that class status severely limits the range of activities
and associations for any particular youth and defines his actions
within them.

The definitions are learned in early childhood and are

internalized by adolescence through continuous contact at home and in
the neighborhood with those that share a certain class standing.
Thus a class system can become self-perpetuating.

Not only is the

youth's behavior defined, but also his value system, his beliefs, his
personal expectations as much by his parents position as by his own
worth.
For a change agent, the caste and class system in America has
two frustrating features.

First, if the legal and traditional shield

5A. B. Hollingshead, Elmtown's Youth
Sons, Inc., 1949), p. 439.
6Ibid., p. 441.

(New York:

John Wiley &
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that protects and preserves the caste groupings is pierced, the
equally substantial armor of class status must be penetrated if
real change is to occur.

Second, the class system is extralegal.

Thus, legal pressures for change can have at best an indirect influence
on that system.

Furthermore, those who control the legal and political

structures occupy almost without exception the higher places within
the system; they have benefited most from its existence and have a
vested interest in its continued operation.

Relating America's

caste and class system to its ideological creed provides a case study
in contradiction.
Opportunity
An important component of the ideology-reality problem is the
fundamental believe in equality of opportunity as it relates to the
functional connection, if not identity, between economic success or
failure and social position.

Those who believe that equality of

opportunity is a fact, and these appear to constitute the majority,7
maintain that hard work and ability, tested and tempered in the fire
of the capitalistic process, determine any particular individual's
status in the social system.

Thus, when facts reveal that mobility

on the status ladder forms characteristic patterns intimately related
to race, ethnic origin, and parental status, they are not dismayed,
nor do they see the need for drastic changes.
may constitute a source of pride.

In fact, those patterns

On the other hand, those who regard

equality of opportunity as a desirable goal seek to break the patterns,

8Ibid., p. 451.
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for they consider them the major obstacles on the path toward that
goal, obstacles that constitute a source of shame and deep concern.
The general pattern discerned in impirical studies of various
American cities has resulted in a six-element social classification
in widespread use today.8

A few characteristics of each class,

summarized by Miller and Woock,9 are presented below:
1 • The upper-upper class represents a group that
is both wealthy and has high status in the community
based on birth. This social class is characterized by
the possession of "old money" that has been in the family
for a number of generations. Upper-upper class people
tend to marry almost exclusively with other members of
their class. Social relationships and involved and intricate
codes of etiquette are extremely important. Although most
of the men are employed, usually in business or in the
more prestigious professions, the family wealth is
inherited. This social class is by far the smallest
in number in American society.

2. The lower-upper class shares many characteristics
with the upper-upper class. The most important distinction
has to do with the social position of the family or
"prestige," and with the length of time which money has
been in the family. The wealth of the lower-upper class
is judged by people in the community as essentially "new
money."
3. The upper-middle class includes occupationally
the professions and middle and upper levels of business
and management. This class is described reputationally
as being made up of "solid, highly respectable" people,
but not "society." Leadership in civic affairs comes
primarily from this social class, including public education.
8W. Lloyd Warner and Paul S. Lunt, The Yankee City Series
(New Haven: Yale University Press, 1942).

9Harry L. Miller and Roger S. Woock, Social Foundations of
Urban Education (Hinsdale, Illinois: The Dryden Press, Inc., 1970),
pp. 48-49.
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4. The lower-middle class is made up occupationally
of small businessmen, clerical workers, and other lower
level white-collar positions. This group tends to be
proper, extremely concerned with middle-class values,
especially respectability, and is conservative politically.
They are generally labelled by others in their communities
as "good, common people."
5. The upper-lower class tends to be made up occu¬
pationally of skilled and semiskilled workers—service
workers such as policemen and firemen and small tradesmen.
This social class lives in less desirable neighborhoods
in the community, but is still viewed by other members of
the community as "respectable."
6. The lower-lower class, unlike the upper-lower, is
not judged by other members of the community as having
respectability. They suffer from a "bad reputation." They
may be viewed as opposites to "good middle-class virtues."
This group lives naturally enough in the least desirable
neighborhoods and contains the unemployed and those on
public assistance. The only occupational categories in
this level are unskilled worker and farm worker, both
sporadic and insecure jobs.

Warner, for his study of Yankee City, estimates the
percentage of the population in each of these social classes
as follows:
Class
Upper-upper class
Lower-upper class
Upper-middle class
Lower-middle class
Upper-lower class
Lower-lower class

Percent
approximately 1
2
7-12
20-35
25-40
15-25

Current estimates for the lowest class, when based on poverty,
indicate that the higher percentage listed is the more accurate.
And the increasing use of poverty as a criterion for assessing social
position symbolizes the recognition that in America money alone virtually
determines the structure of the social class system.

In that light

it is especially Interesting and revealing to consider how money is
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distributed between the two caste-like groupings within the country 10

Table 1
Percent Distribution of Family Income in 1947, 1960,
and 1966 (adjusted for price changes in 1965 dollars)

Nonwhite

White

1947

1960

1966

1947

1960

1966

Number of families (millions)

3.1

4.3

4.9

34.2

41.1

44.0

Percent

100

100

100

100

100

100

$3000

65

44

32

27

18

13

$3000 to $4999

22

24

24

32

18

14

$5000 to $6999

7

16

17

20

23

19

$7000 to $9999

5

11

16

13

23

25

5

9

13

20

5

10

Under

$10,000 to $14,999

8

2
1

$15,000 & over

Median income

3

$2284 $3441 $4481

$4458 $6244 $7517

Change, 1947-1966i:
Dollar
Percent

★
*

★
★

2197
96.2

*
★

*
*

3059
68.6

*Not applicable

^Ibid.
p. 9. Chart reproduced from Social and Economic
Conditions~of Negroes in the United States, U.S.
Conmerce, Bureau of the Census, Washington, D.C..BLS Report No.
332, U. S. Department of Labor, October 196/, p. io.
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A clearer picture of income trends appears In Figures 1 and 2 below.
Figures 1 and 2:

Percent Distribution of Family Income In 1947,
1960, and 1966.

Nonwhite Percent

Income in $

White Percent

Income in $
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The Income level that divides poverty from prosperity involves
a complex of factors for any given family.

But the relative differences

within each group and between the two groups are clearly revealed.
While more than half of the white families occupy the three highest
levels, only a quarter of the nonwhite families hold those positions.
At the bottom of the economic ladder nearly a third of the nonwhite
families are found, while only 13% of white families hold the corres¬
ponding position.

Of course, changes in the distribution through

time show a marked improvement for nonwhites, but the dollar gap
indicated by median income has grown at the same time, for the income
levels of whites have likewise increased through time.
In so far as Table 1 can be said to represent some concrete
results of the opportunity structure, the specific means to those
results, as described by occupational patterns, become important,
particularly because of their close connection to the education
process.
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Table 2

Employment by Occupation and Sex, 1966 (percent distribution)

Nonwhite

White

Male

Female

4655

Male

Female

3313

42,983

23,114

100

100

100

100

Professional, technical, and
managerial

9

10

27

19

Clerical and sales

9

15

14

43

Craftsmen and foremen

12

*

20

★

Operatives

27

16

20

15

Total employed (in thousands)
Percent

Service workers, except household

26
16

Private household workers
Nonfarm laborers
Farmers and farm workers
Other

14
6

28

6

20

★

6

★

8

4

7

2

**

2

★★

2

*A few workers included in "other."
**Not applicable.
While nearly two thirds of employed white males fill the three
higher status positions, almost the corresponding fraction of nonwhite
males occupy the next three unskilled lower status positions, and only
thirty percent hold the higher status occupations.

Again, while nearly

^Ibid., p. 12, Chart below reproduced from Social and Economic
Conditions~~of Negroes in the United States, U. S. Department of Commerce,
Bureau of the Census, Washington, D.C.: BLS Report No. 332, U. S.
Department of Labor, October, 1967, p. 18.
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two thirds of employed white females are concentrated in the top
two positions, only a quarter of nonwhite females are found in those
positions.
The occupational categories of Table 2
correlation with educational attainments.

shows a considerable

That pattern will help

bring into focus the broad outlines of the area in which the Interface
of education and social class occurs.

Table 3.

Occupational Attainment and Schooling 12

Occupation

Median Years of Schooling

Professional and Technical

over 16 years

Sales workers

12.3

Managers and proprietors

12.3

Craftsmen and foremen

9.3

Service workers

8.7

The association between years of schooling and occupational
status is clearly revealed, although it would be naive to conclude
that there is an unfailing causal relationship between the two.
Discriminatory hiring practices, for example, constitute an important
intervening variable in the relationship.

When it is considered,

however, that as of 1966 almost seventy-five per cent of whites between
the ages of 25 and 29 had at least completed high school as compared
to only slightly more than fifth per cent of their nonwhite counterparts,

12Ibid., p. 16
13Ibid., p. 27.
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the importance of the education-occupational status relationship is
confirmed.

That discrepancy was not due simply to a difference In

ability^ between the two groups, but was related to differences In
social position, as evidenced in Table 4.*5

Table 4.

Level of Education in Relation to Social Class of Youth
in the Upper Quarter of Intellectual Ability (in percents)
Social Class
Upper &
uppermiddle

Lowermiddle

20

42

38

100

Do not finish high school

0

1

4

5

High school graduates; do
not enter college

2

4

9

15

Enter college but do not
finish

2

11

14

27

16

26

11

53

Composition of group

Complete a 4-year college
program

Working
class

Totals

Table 4 shows that social class, much more than native intelligence,
determines the level of schooling reached by any given individuals.
^The measure of IQ as identified with intellectual ability is
a much disputed one. Even granting its accuracy, the class factor in
education level attained is a patently important one.
15Robert J. Havighurst and Bernice L. Neuqarten, Society and
Education (Boston: Allyn and Bacon, Inc., 1967), p.
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Education, then, is another important facet of the workings
of the social class system.

Schools play a crucial role for Its

self-perpetuating cycle, especially for the lower and upper classes.

Figure 3.

Some components of the social class cycle.

low social

Each component is really a multitude of events and individual
acts which inhibits hope and prevents a person from raising himself
by his own bootstraps.

Further, the impact of low status jobs and

poverty upon which is the immediate institution confronting most
juvenile offenders, tends to reinforce the inferior quality of most
urban schools.

Urban Delinquency
Delinquent behavior has provoked public concern wherever it
occurs, and this is only natural.

No geographical area or kind of

community in this country, whether urban, suburban, or rural, is
entirely free of such behavior.

But the selection of urban areas

as the focal points in a study of delinquency and education is neither

19

arbitrary nor trivial.

More than seventy per cent of the American

population live in urban metropolitan areas, so that if the rate of
delinquency were uniform throughout the country, urban delinquency
would still constitute the bulk of the problem.

And statistical

measures, sociological and psychological research, and common beliefs
indicate that delinquency is not distributed uniformly, that its
greatest occurrence is in urban areas.

Popular versions of delinquency

as found in novels and motion pictures have concentrated on its mani¬
festations in the cities.

According to Clyde Vedder, "the urban rate

for criminal offenses in general is about three times higher than
the rural rate."^
The urban-rural distinction is not the only one to be made in
regard to delinquency.

Surrounding or contained within urban areas

are the suburbs, which are neither rural nor strictly urban.

Again,

the rate of delinquent behavior that occurs within them is much
lower than that of the cities proper.

A clearer picture of these

differences can be found in Table 5 below.

16^Clyde
,
B. Vedder, Juvenile Offender

(Garden City, N.Y.: Doubleday

and Company Inc., 1954), p. 29.
17Eiii C. Amemiya, "The Delinquent Subculture: Population and
Projections," in Education of the Delinquent, Disturbed, Disruptive
pISi S G^aubaud.-Td., (Chicago: Follett Locational Corporation."^),
p. 35.
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Table 5.

Number of Delinquency Cases (Excluding Traffic) Disposed of
by Juvenile Courts, United States, 1966

Total

Boys

Girls

Number

Percent

Total

745,000

100

593,000

100

152,000

100

Urban

490,000

66

380,800

64

109,200

72

Semi-Urban

206,500

28

171,600

29

34,900

23

48,500

6

40,600

7

7,900

5

Rural

Number

Percent

Number

Percent

Population Patterns
The cities proper, then, in the area that has come to be known
as the central city, had the greatest occurrence of delinquent behavior.
And the dynamics of the population movements occurring within urban
areas here provided a crucial element in the delinquency problem;
for while that urban population has increased dramatically in the
past century to the extent that seventy per cent of all Americans
live in urban areas, by no means has all of that increase occurred
in the central cities.

In fact, since 1920, the population of cities

over 500,000 has shown virtually no increase.*®

Where the bulk of the
19
gain has occurred can be discovered in the statistics of Table 6.

18Daniel J. Elazar, "Are We a Nation of Cities," The Public,
Interest No. 4 (Summer, 1966), p. 42.
^Robert J. Havighurst, Society and Education, p. 64.
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Table 6.

Population Growth in Central Cities and Outside Central
Cities by Regions: 1900-1960
North & East

South

West

%

%

Central Cities

32.4

41.2

89.0

Outside Central Cities

21.7

18.3

64.7

Central Cities

24.6

37.8

37.7

Outside Central Cities

20.8

10.3

39.2

Central Cities

18.8

38.3

45.1

Outside Central Cities

31.7

19.6

63.8

Central Cities

2.4

14.4

11.9

Outside Central Cities

9.7

23.7

29.3

7.4

29.9

33.0

24.9

43.5

79.3

0.3

28.5

31.9

43.7

47.7

65.9

%

1900-1910

1910-1920

1920-1930

1930-1940

1940-1950
Central Cities
Outside Central Cities
1950-1960
Central Cities
Outside Central Cities
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The pattern of growth within and outside central cities is further
analyzed by the report of the National Advisory Commission on Civil
Disorders:
The 12 largest central cities (New York, Chicago, Los
Angeles, Philadelphia, Detroit, Baltimore, Houston, Cleveland,
Washington, D.C., St. Louis, Milwaukee, and San Francisco)
now contain over two-thirds of the Negro population outside
the South, and one-third of the Negro total in the United
States. All these cities have experienced rapid Increases
in Negro population since 1950. In six (Chicago, Detroit,
Cleveland, St. Louis, Milwaukee, and San Francisco), the
proportion of Negroes at least doubled. In two others,
(New York and Los Angeles), it probably doubled. In 1968,
seven of these cities are over 30 percent Negro, and one
(Washington, D.C.) is two-thirds Negro. 0
The actual and projected population figures in one of the cities
cited should help to illustrate the growth patterns:
Table 7.

Year

Population of Chicago and Suburban Area:

City of Chicago
White

Nonwhite

1940-1980

Suburban ring
White

Nonwhite

1940

3,115,000

282,000

1,148,000

25,000

1950

3,112.000

509,000

1,512,000

45,000

1960

2,713,000

838,000

2,980,000

82,000

1965

2,579,000

980,000

2,980,000

113,000

1970

2,427,000

1,173,000

3,525,000

175,000

1980 est.

2,234,000

1,540,000

4,499,000

347,000

2QReport of the National Advisory Commission on Civil Disorders,
(New York: Bantam Books, Inc., 1968), p. 243.
21Robert J. Havighurst, Society and Education, p. 57, U.S. Census ?nd
Popu 1ation Projections for theTTHcago SMSA and City of Chicago, Population
Research and Training Center, University of Chicago, 1964.

23
Table 7 shows what is happening, to a greater or lesser extent,
in many of the big cities of the North and West.

As whites flee

from the central cities in increasing numbers, their places are filled
mainly by nonwhites, specifically blacks, many of them newly arrived
from the rural South, which has been a source of the migration since
the beginning of this century.

For migrating blacks, Puerto Ricans,

and Mexicans, life in the big cities represents a better life than
the one they have left behind, despite the manifold troubles of urban
areas.

The city represents increased economic opportunity, more edu¬

cation, better jobs, and greater social mobility, all elements of the
social class system.
Yet to the whites who migrate from the central cities to the
suburbs, urban problems are often cited as reasons for leaving.
They seek to escape the congestion, the violence, the high taxes,
the dirtiness, the bad environment of the central cities, among other
things, in search of the calm, clean, open space they hope to find
in the suburbs.

Repeatedly they mention the disastrous condition

of the central city schools and the better quality of suburban education.

22
Those stated reasons, however, are not the only important ones

for the decision to leave the city.

In many cases it has been the

in-migration of minority groups that influenced whites to move out.
The racist nature of American society as well as the long history of
segregation and the more recent history of big city ghettos have been
documented, and need little elaboration here.

Nevertheless, the very

22Miller and Woock, Social Foundations, p. 84.
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real and potent influence of racism has sometimes been forgotten in
searching for the causes of population movement patterns in America.
The departure of whites from the central city to suburbs has
involved mainly white-collar workers in the middle-income brackets.
They have left behind them lower-income groups, who perhaps could
not afford to make the move, and the new or already established in¬
migrant groups.

The effect has been to polarize further the social

positions of the different groups.

A scale designed to include the

factors of education, occupation, and income in order to measure socio23
economic status, showed the divergence among the groups in Table 8.
It should be remembered that these factors, in addition to low social
status, are the basic components of the social class cycle described
earlier.

25
Table 8.

Proportion of Population, White and Nonwhite, by Economic
Status Residing in Central Cities and in the Urban Fringe: 1960.

Place

Socio--economic status score
80-99
(highest
status)

50-79

20-49

Central Cities

13.7%

42.4%

35.2%

8.6%

Urban Fringe

22.8

50.1

23.4

3.7

Central Cities

16.0

46.8

31.3

6.1

Urban Fringe

23.7

51.3

22.0

3.0

Central Cities

3.0

21.9

54.5

20.6

Urban Fringe

3.6

25.2

52.7

18.4

0-19
(lowest
status)

Total Population

White Population

Nonwhite Population

Clearly, both whites and nonwhites in the central city attain
a lower status than their counterparts in the suburbs, though nonwhites
fare much worse than whites on this scale whether they live in the
suburbs or in the central city.

CHAPTER TWO—THE URBAN SCHOOL

Basic Orientation and Differential Achievement
When you're a kid, everything has some kind of
special meaning. I always could find something to do,
even if it was doing nothing. But going to school was
something else. School stunk. I hated school and all
its teachers. I hated the crispy look of the teachers
and the draggy-long hours they took out of my life from
nine to three-thirty. I dug being outside no matter what
kind of weather. Only chumps worked and studied.
Refugees from the central cities who decry the deplorable
conditions of urban schools have been joined in their complaints by
teachers, researchers, politicians, and perhaps most significantly,
by central city parents and their children.

In fact, city schools

have achieved notoriety for the failures in the last decade.

Their

reluctant exposure in the unflattering spotlight of public attention
and criticism represents the discovery of another dark corner in the
shadowy world of contradiction that has characterized American life.
Schools of the city were but another element in the system of
inequality that had grown alongside the avowed belief in equality.
Naturally, then, the dismay over urban education arise at the same
time as a more general concern about race-related and wealth-related
24Piri Thomas, Down These Mean Streets
American Library, Inc., 1967), p. lo.
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(New York: The New
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inequalities in American society.

Public attention had brought into

the light many of the influences, both conscious and unconscious,
that the current educational process exerted toward maintaining and
perpetuating those same inequalities.

These influences had long

existed, of course, but the pressure to confront, challenge, and change
them could not grow strong until the possibility of widespread social
improvement was sensed by the people.

That possibility was first

sensed on a large scale perhaps with the anti-segregation ruling
of the Supreme Court in 1954 and the beginnings of the Civil Rights
Movement in the 1960's.

Notably that first issue which aroused the

attention of the national public was one that involved education,
although the primary focus was then on dual systems maintained in a
then largely rural South.
The recognition that segregated education produced and manifested
inequalities in this society opened the way for more detailed and
extensive criticism and study of the educational system.

For the

Supreme Court believed, as does the majority of Americans, that "it
is doubtful that any child may reasonably be expected to succeed in
life if he is denied the opportunity of an education.

Such an opportunity,

where the state has undertaken to provide it, is a right which must be
made available to all on equal terms."

25

The numerous studies that followed upon the court decision
have revealed the prevalence of segregation, not only in the South,
where many believed it to be concentrated, but throughout the country.
25Brown v. Board of Education, 347 U. S. 483 (1954), in The^
Supreme Court and Education, David Fellman, ed.
(N.Y.: Bureau of
Publications, Teacher College, Columbia University, 1960).
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Thus, in a survey published in 1966 by the U.S. Office of Education,
commonly known as the Coleman Report, the investigators concluded
that "the great majority of American children attend schools that
are largely segregated, that is, almost all of their fellow students
are of the same racial background as they are."26
referred to the nation as a whole.

This statement

Of special interest, however,

were the actual figures for the major urban areas, where racial
separation was the most pronounced.

In the largest metropolitan

areas about eighty per cent of the nonwhite enrollment was in central
city schools, whereas seventy per cent of white enrollment was in sub¬
urban schools.

In seventy-five large cities, three-quarters of the

black students were in elementary schools with virtually all black
enrollment, while 83 per cent of the white students are in schools
with nearly all white enrollment.

Nine out of ten black elementary

students attended majority black schools, and in some cities these
percentages went higher.

Significantly, the trend toward racial

separation in schools was growing during the 1960's, despite the
many programs for integration that have been developed since 1954
and a rise in integrated schools in the South.
An ongoing controversy flourished as to whether school integra¬
tion by itself acts as a determinant of increased achievement by black
students--many studies have been designed to measure differences in
achievement before and after desegregation.

But in a sense this contro¬

versy obscured the real issue that the court acted upon, and it obscured
26James S. Coleman, et al., Equality of Educational Opportunity,
(Washington, D.C.: G.P.O., 1966), pp. 4-10.
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it in a way that degraded black people.

The real indictment against

segregated schools was that they prohibited equality in education.
To imply, as some of those studies did, that by contact with whites
the black students would do better, was only to maintain the mirage
of black inferiority.

Livingston Wingate, reflecting the changing

attitudes of many black leaders, stated it in this way:
The greatest need today is the immediate establishment
of quality education in the ghetto. We must no longer
pursue the myth that integrated education is equated
with quality education. Busing a disadvantaged and iso¬
lated child out of Harlem on a segregated bus to an
"integrated" classroom downtown will ncrt give him quality
education. Once in a classroom downtown, the disadvanted
Harlem pupil would find himself below the achievement level
of his white classmates and suffer a more demoralizing
experience of frustration than he had in the ghetto
inferior school/
The point of view expressed in this quote did not necessarily
condemn the goal of integration; rather, it reiterated the more directly
pertinent goal of providing poor urban youth with an education paving
the way to a useful and successful life.

The ideal of equality of

opportunity required the best possible schools and could not await a
decision for meaningful integration.
That the schools had failed to provide equal opportunity was
evident from the massive data on class and occupational differentials
in the United States.

The conclusion of the Panel on Educational

Research and Development could have been echoed by scores of researchers.
^Livingston Wingate, "Address to the 25th Annual Work Conference
for Superintendents," Education for the Disadvantaged, Harvey L. Miller,
ed. (New York: The Free Press, 1967), p. 220.
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as well as most ordinary citizens.

The panel wrote:

By all known criteria, the majority or urban and rural
slum schools are failures. In neighborhood after neighborhood
across the country more than half of each age group fails to
complete high school, and five per cent or fewer go on to some
form of higher education. In many schools the average
measured IQ is under 85, and it drops steadily as the children
grow older. Adolescents depart from these schools ill-prepared
to lead a satisfying, useful life or to participate success¬
fully in the community.
One measure of differential school achievement clearly indicated
the schooling gap between whites and minority groups.

Many such measures

were available, but one should have sufficed to symbolize the results
of the educational process in America.

29

28J. Zacharias, Innovation and Experiment in Education: Progress
Rppnrt of the Panel on Educational Research and_ Development (Washington,
CTC7i U.S. Government Printing urnce, 1964).
29Coleman, et al., Equality of Educational Opportunity, p. 20
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Table 9.

Nationwide Median Test Scores for 1st- and 12th-Grade Pupils,
United States, Fall 1965
Racial or Ethnic Group
Puerto
Ricans

Indian
Ameri¬
cans

Mexican
Ameri¬
cans

Oriental
Ameri¬
cans

Nonverbal...

45.8

53.0

50.1

Verbal...

44.9

47.8

Nonverbal...

43.3

Verbal...

Test

Black

White

56.6

43.4

54.1

46.5

51.6

45.4

53.2

47.1

45.0

51.6

40.9

52.0

43.1

43.7

43.8

49.6

40.9

52.1

Reading...

42.6

44.3

44.2

48.8

42.2

51.9

Mathematics...

43.7

45.9

45.5

51.3

41.8

51.8

General
Information...

41.7

44.7

43.3

49.0

40.6

52.2

Average of the
5 tests...

43.1

45.1

44.4

50.1

41.1

52.0

1st Grade:

12th Grade:

Note: This table presents the results of standard achievement tests
of certain intellectual skills such as reading, writing, calculating,
and problem-solving. The tests were designed to measure the skills
which are the most important in our society for getting a good job
and moving up to a better one, and for full participation in an
increasingly technical world.

The scores in each test were standardized so that the average
over the national sample equaled 50 and the standard deviation equaled
10.

This meant that for all pupils in the nation, about 16 per cent

would score below 40 and about 16 per cent would score above 60.
Table 9 disregarded, of course, the many who never reached
the 12th grade.

Furthermore, the statistics ignored what Miller and
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Woock labelled the "crisis in human relationships...the atmosphere
of despair, hostility, exhaustion, counteraccusation, misunderstanding,
and mutual aggression that represents the real crisis In urban educa¬
tion."30
But statistics showed the appreciable differences between
whites and nonwhites as commonly measured by tests of achievement.
The nature of the tests and the testing process were themselves the
objects of considerable criticism, but, they provided a measure of
the range of opportunities open to the student upon graduation.

That

range was broad for those who scored highly, narrow for the others.
Clearly there was a large disparity between white and nonwhite groups,
and that disparity grew larger in the course of the schooling process.
In most discussions concerning the problems of poor school
achievement and post-school failure among urban, and especially
urban nonwhite, youth, it was common at some point to enter into a
lengthy analysis of family background, culture deprivation and slum
environment as causal factors of the failure.
misleading for two reasons.

Such an analysis was

First, these factors were viewed in

almost every case as negative elements that became inevitably and
inextricably associated with the students on whose lives they encroach.
Thus they tended to further the belief that the students would continue
to fail so long as those elements are associated with them.

Second,

the concentration of educators on these factors represents a kind of
abdication of responsibility.

All too frequently they blamed factors

outside the field of action of the schools, thereby avoiding the

30Miller and Woock, Social Foundations, p. 104.
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necessity of dealing with the problems.
The remarks of Dr. Wilkerson provided a cogent presentation
of this position, as well as an analysis of the theoretical orienta¬
tion of slum schools in general.
Obvious deficiencies such as over-crowded classes, unqualified
teachers, limited curricula and inadequate, insufficient facilities
are indices of slum school failure.

As the comprehensive national

study of Equality of Educational Opportunity reveals, Negro and
other minority group schools are, indeed, characterized by the de¬
ficiencies more generally than white schools.

However, the same study

also pointed out that the above deficiencies, with the exception of
teacher qualifications, relate to pupil achievement only on a minimal
level.

Consequently, it appears that the determiners of failure or

success revolve around other factors.
Dr. Wilkerson suggests that prevailing theoretical orientation
of the education profession toward Negro and other minotiry children
is the root of slum school failure.

The theoretical framework employed

fails to attune itself to the deprived environmental conditions of
ghetto life.

The substandard academic performance which is so blaringly

observable among disadvantaged children is a function of the negative
Influences in the environment in which they were nurtured.
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In defining negative influences we must consider the damaging
and limiting affects poverty and discrimination have on the development
of a child's self-concept, his ability to verbalize, his motivation
31Doxey A. Wilkerson, "The School Delinquency, and the Children
of the Poor," in Paul S. Graubard, ed., op. cit., p. 113-116.
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for academic achievement and his experiential basis for normal cognitive
growth.
As he enters the education system, which Is designed to reinforce
the values of white middle class society, he only meets with further
frustration and failure which in turn amplifies his initial deficiencies
rather than decimating them.
The concept of compensatory education, a concept that has
emerged in the 1960's as part of the response to demands for integrated
education.

The specific programs developed to embody the idea met

with varying degrees of success.

The assumptions underlying the

programs, however, are often misleading and tended to support a belief
that something was wrong with the child.

"Programs proceeding on the

assumption that a child is a cripple and his environment is healthy...
suggests crutches, bandages, therapy, low expectations, special clinics,
extra exercise..."

32

The assumption tended to undermine many programs

of compensatory education, early childhood programs, and other enrich¬
ment projects, although the methods used in many of them, including
in-service teacher education, more relevant instructional materials,
innovative teaching techniques, and higher staff-student ratios, were
valuable strategies.
The Hidden and Formal Curricula
Educators had a difficult time adopting a perspective on "dis¬
advantaged" students that would allow them to both take into account
32Atron Gentry, Byrd Jones, Carolyn Peele, Royce Phillips, John
Woodbury, and Robert Woodbury, Urban Education: The Hope Factox
(Philadelphia: W. B. Saunders Company, 1972), p. 13.
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the crucial differences in background between these and "normal"
students* and to use that knowledge for developing techniques which
would make the school experience a successful one.
of

Perhaps the notion

hidden curriculum" as expounded by Fantini and Weinstein provided

such a perspective, for it tended to regard "deprived" students as
highly different from, but not in any way inferior to other students.
A brief presentation of some of the main points of this concept
should serve to illustrate the orientation implicit in it.'*'*
The first necessity is an expansion of the narrow definition
of curriculum as it is understood in the schools.

Rather than being

seen as a conglomeration of school subjects, curriculum can be viewed
as a "sequence of activities—an environment—through which the learner
passes."

In this light curriculum comes to include not only the school

environment, but also the environment outside of school.

Thus it

is partly "hidden" from the eyes of educational personnel.
As a child grows, he comes to be more directly affected by the
neighborhood in which he lives.

The roles of adults and the physical

setting shape his view of the world.

For the poor urban child this

will most likely mean dilapidated buildings, overcrowding, violence,
drug addiction', compounded by human frustration and despair.

For

the middle-class child it will more likely mean clean, well-cared-for
dwellings, ample space, parks, calm and quiet, as well as human satis¬
faction and contentment.
As an urban child grows to define himself in terms of roles played
33Mario D. Fantini and Gerald Weinstein, The Disadvantaged: Challenge_
to Education (New York: Harper & Row, Publishers, 1968), Chapter 2.

36

by adults in his ghetto environment, he may find4scores of unemployed
men or those employed in the most menial occupations.

The successful

men are by and large those who have "made it" through illegal means—
these are the models he must pattern himself after.

The whites he

sees are often those who threaten his family's security, such as
bill collectors or policemen.

The middle-class child sees his father

go daily to work that is generally rewarding monetarily if not in status
and satisfaction also.

The nonwhites he sees are often those engaged

in the lowest status occupations such as custodian, garbage collector,
and dishwasher.

These models affect both vocational aspirations and

self-image.
Perhaps the middle class setting, despite its superficially
desirable appearance, conceals some real liabilities for children
in the process of growing up.

The bland homogeneity of suburban

life restricts a child's range of experience, and constitutes a dangerous
lack of exposure to different cultures, values, and attitudes, which
may adversely affect his future role as an adult in a heterogeneous
society.

At least the poor urban child is exposed to a broad range

of human activity and cultural differences that he can grow to under¬
stand and tolerate.

There are many accounts of urban life which

underscore the early maturity and responsibility of slum youths.
Family life presents another series of contrasts—the high
incidence of female-headed households and broken homes characteristic
of slum areas presents the urban child with special problems to solve
in terms of finding a key male model with whom to identify, and at
the same time affects his orientation to family relationships.

While
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the middle-class child in some cases faces a similar situation when
divorce occurs in his family, he is less likely to have to cope with
such problems.
Child rearing and training patterns are an especially important
element of the hidden curriculum.

They transmit the particular norms,

values, and attitudes of any cultural group from generation to genera¬
tion—and these subjective factors are crucial in determining life
style, self-concept, and aspirations—while the style of teaching and
learning in the transmission will have an overpowering effect on the
ways in which the child will respond to the kind of learning environment
found in the schools.

It will affect responses both to the content

and to the medium of expression of the formal curriculum.

Just as

values and attitudes are transmitted, so too are words and speech
patterns.

These vary considerably between middle-class and poor

people, especially those poor with ethnic and racial backgrounds
different from that of the majority.

When a poor minority youngster

confronts a middle-class teacher in the classroom, those differing
patterns may constitute a serious obstacle to learning.

The literature

abounds with anecdotes that confirm the reality of that obstacle.
Fantini and Weinstein, while stressing the importance of the
hidden curriculum, point out that "Both the formal curriculum and
the vaster hidden curriculum serve to teach and to socialize the
individual, and to equip him with the skills, knowledge, and attitudes
which will underlie his adult functioning in society.

Obviously,

if the formal curriculum is to achieve its purpose, it must be con¬
sistent with, or at least accomodating of, the learning imparted by
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the hidden curriculum."^

Unfortunately, the formal curriculum as it occurs in most schools
has been inconsistent with, or unable to accomodate, the hidden
curriculum of poor urban and minority youths, or for that matter,
the hidden curriculum of middle-class youngsters.

Fantini and Weinstein

characterized the most commonly found curriculum as "antiseptic" in
I

that it presented a picture of life free of most of the elements
that constitute the reality of the children's life.
In the primary and middle grades, the basic skills of
reading, grammar, spelling, and arithmetic are taught
within the context of stories about Mommies and Daddies
who are always white, always attractive, always together,
always loving, always happy, always successful, always
good, and always wise--and about their children who are
almost always good, but whose "naughtiness" (when it
occurs), seems to stem more from childish whimsy than
from the genuine drives and emotions that children
actually experience. 5
From what has been described of the actual world of the children,
such a picture can only serve to dissociate them from the skills that
are meant to be assimilated.

For if the picture has nothing to do

with the reality that is lived by the children it is likewise difficult
for them to conceive of the skills as having any relationship to that
reality.

Moreover, what generally is assimilated is the sharp contrast

between the world inside the schoolbooks and the world outside; that
knowledge is disturbing at best, while at worst it can lead to deep
resentment of the white, middle-class world and to severe damage of

34Ibid., p. 47.
^5Ibid., p. 130.
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the child's self-concept.

Within the classroom, it results in boredom

and listlessness, and this holds true for the middle-class student as
well, because even in his relatively sheltered life he is exposed to
much more than what his schoolbooks portray.

Another educational

writer has commented on the impact of that dichotomy on a child's
motivation to learn.

John Holt writes:

It is hard not to feel that there must be something very
wrong with much of what we do in school, if we feel the
need to worry so much about what many people call "moti¬
vation." A child has no stronger desire than to make
sense of the world, to move freely in it, to do the
things that he sees bigger people doing. Why can't we
make more use of this great drive for understanding and
competence?36
Most children have a natural drive to acquire the skills that
are useful and important in life, the very skills that educational
institutions are meant to inculcate.

But children must believe that

such skills are meaningful to their own existence and survival or
they will not be motivated to acquire them.

Most school curricula

do little to foster that belief.
If the format of the curriculum acts as a stumbling block to
acquisition of necessary skills, it does so also for knowledge that
is in fact not meaningful for the child's existence.

A large portion

of classroom hours in most schools is devoted to what Fantini and Weinstein
called the "nonessential curriculum."37

That curriculum includes sub¬

jects that call for memorization of facts and figures related to
history and social geography which have been the bane of generations
of students from all levels of society.
36John Holt, How Children Learn
Corporation , 1967), p. 8.

(New York: Pitman Publishing

37Fantini and Weinstein, Making Urban Schools Work, p. 139.
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If these trivial facts and figures are, in the main, of
little or no relevance to adults, how can we expect them
to have meaning to children, whose primary concerns are
their own behavioral values in relation to their expanding
social environment and their cognitive understanding of
the increasing complexities that unfold before them?
Chile, Andrew Jackson, and 1492 are not a personal part
of their individual experiences, and become only remote
aspects of their peripheral experience, solely because
of the dictates of the formal curriculum.38
Instead of exploring the mine of information that is relevant
or at least comprehensible to the students, and relating it to their
lives, most schools emphasize the accumulation of soon-forgotten
facts, often with the justification that they will prove useful in
later life.

By ignoring the fact that it is the here and now of

their present lives that they must understand and cope with, the
schools succeed only in dissociating children further from the edu¬
cational process and in undermining their faith in its real and
potential value.
Simply because middle-class students manage to play along with
this system and to succeed within it does not prove that they find
any more meaning in it than lower-class youths.

Accounts of their

apathy and lack of interest in school abound in the literature.
Their success may attest only to the fact that their parents believe
in the system and offer material or affective rewards for accomplish¬
ment in it.

The belief itself is backed up by their own social status.

Lower-class children in many cases are not offered any rewards
for success in school, for their parents often do not share such a
belief.

Nor do these children possess many effective status models

38Ibid., p. 140.
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which they can emulate.

Statistics show that a nonwhite with an

elementary-school education tends to have an income that is fourfifths that of comparable whites, while a nonwhite with a college
degree earns only two-thirds that of his white counterparts.3"^

These

circumstances provide little incentive for lower-class minority
children.

The Teacher and the Self-Fulfilling Prophecy
In school the direct medium is the teacher; that is, the teaching
behavior he manifests as well as his personal characteristics.

These

must Include his background, his speech, his dress, his attitudes,
his expectations, for not to include them is to omit a key component
of the educational dilemma.

Certainly the students themselves recognize

the importance of these factors, as Piri Thomas so plainly indicated.
As a basis for comparison, it may be worth while to provide a .
hypothetical model of the successful teacher of disadvantaged students.
Such a model, incorporating the elements research has shown to be
present in classrooms that have been effective learning centers, has
been described by Miriam Goldberg.

40

The successful teacher of disadvantaged pupils, or of any pupils.
3V S. Department of Commerce, Bureau of the Census, Social and
Economic Conditions of Negroes in the United States, Washington, D.C.,
Report No. 332, U.S. Department of Labor, October, 1967, p. 21.
40Miriam L. Goldberg, "Adapting Teacher Style to Pupil Differences
Teachers for Disadvantaged Children," in John Curtis Gowan and George D
Demos, eds.. The Disadvantaged and Potential Dropout: Compensatory Educatlonal Programs, (Springfield: Charles C. Thomas Publisher, 1966),
pp. 248-253.
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works in an atmosphere of mutual respect.

This respect Is not diminished

by the knowledge that many of the children are discouraged, defeated,
and alienated from the school and the society it represents, nor by
expressions of that condition in lethargy and listlessness or in
aggressive behavior that often transgresses the ethical, moral, and
legal codes of the teacher and of society.

On the contrary, such a

teacher realizes that in addition to the trials and frustrations that
all children must cope with in growing up, the child of the slums
has his individual hidden curriculum that conflicts with the school
curriculum.

Moreover, the teacher understands and has personal know¬

ledge of the elements in the hidden curriculum, and realizes how those
elements affect the student's receptivity and response to the school
and classroom situations, as well as how they interact with the teacher's
own hidden curriculum.
In addition to knowledge of the child's environment, the success¬
ful teacher understands how his abilities are normally measured, and
what those measures describe and predict.

He harbors no Illusions

about native intelligence, but realizes that tests measure learned
behavior, and that learned behavior can be modified.

He knows that

while intelligence tests do not measure many intellectual abilities,
they do describe the child's present ability to handle academic material.
Further they will predict with some reliability his future academic
progress, unless the teacher's own efforts are concentrated on altering
that progress in desirable ways.

He believes children can succeed if

they are supported with a relevant curriculum.
Using his knowledge of the children and their world, he helps
them to expand the range of possibilities open to them, and helps them
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acquire the skills and knowledge necessary for survival in that new
and broadened realm.

He sees his principal task as that of preparing

them to make competent choices among potentially available alternatives
and of allowing them to see that the basis for such choices is a faith
in their own intellect rather than a dependence on external authorities.
The successful teacher meets the child on equal terms, as person
to person.

While fixing limits demanded by the school situation, he

is consistent but flexible within them, and does not resort to exhorta¬
tion or punishment to maintain them.

He is serious about his goals,

but he is also warm and willing to adapt his behavior to the individual
needs of his pupils.. He is quick to recognize progress and to priase.
If that praise is honest, and slow to criticize and censure.

He

realizes that his own expectations have a direct bearing on the
expectations and subsequent achievement of his pupils; therefore
he maintains high goals without imposing impossible tasks.

It is apparent from this hypothetical model that the teacher
must function as combination social anthropologist, psychologistpedagogue, and be well-adjusted and somewhat self-realized himself.
But if the model appears impossible of attainment in any but the
rarest individuals, this does not imply that it is functionally useless
as a tool.

It can have great meaning in the field of teacher training,

in teacher recruitment and selection, and in educational policy, as
a guide for the direction of reforms.
That the normal teacher in most schools differs from this model
in a wide variety of ways has been the concern in most of the current
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critical literature on contemporary education.

Often cited is the

fact that in urban schools as much or more time is spent in maintaining
order than in teaching.

One study conducted in predominantly Black

slum schools showed that teachers spent as much as seventy-five per cent
of their time trying to keep order, thus allowing only twenty-five
percent of the time for instructional activities.41

Part of that

order is the rigid attention to the clock, which determines the rate
and sequence of every activity within the classroom and destroys the
flexibility needed for successful adaptation to individual needs.

In

many situations, the timetable fixation only "represents the teacher's
fear of loss of control and is nothing but a weapon"42 against the
students' opposition.

Another aspect of obsession with order is the

virtually total ban on movement and speech inside the classroom.
Charles Silberman pointed out:

As
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This preoccupation with efficiency, which is to say
with order and control, turns the teacher into a disci¬
plinarian as well as a timekeeper and traffic manager.
In the interest of efficiency, moreover, discipline is
defined in simple but rigid terms: the absence of noise
and of movement. "When we ask children not to move, we
should have excellent reasons for doing so," an English
psychologist and educator, Susan Isaacs of the University
of London, argued in 1932. "It is stillness we have to
justify, not movement." But no justification is offered
or expected. Indeed, there is no more firmly rooted
school tradition than the one that holds that children
must sit still at their desks without conversing at all,
both during periods of waiting, when they have nothing to
do, and during activities that almost demand conversation.
41Charles E. Silberman, Crisis in the Classroom
Random House , 1970), p. 90.
^Herbert Kohl, 36 Children

(New York:

(New York: New American Library , 1967)

43Charles E. Silberman, Crisis in the Classroom, p. 128.
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Yet even on an assembly line, there is conversation and
interaction among workers, and there are coffee breaks
and work pauses as well.

The comparison with an assembly line is apt for a number of
reasons, one of them being that students in the standard classroom
must work in closer quarters than even factory workers, yet must
ignore everyone but the teacher.

And the teacher indeed is virtually

the sole focus of attention.
"More important, schools discourage students from
developing the capacity to learn by and for themselves;
they make it impossible for a youngster to take responsi=
bility for his own education, for they are structured in
such a way as to make students totally dependent upon the
teachers," as Silberman noted. "Whatever rhetoric they
may subscribe to, most schools in practice define education
as something teachers do to or for students, not something
students do to and for themselves, with a teacher's assis¬
tance." "Seated at his desk, the teacher is in a position
to do something," Jackson reports.*44' "it is the teacher's
job to declare what that something shall be. It is the
teacher who decides who will speak and in what order," and
it is the teacher who decides who will have access to the
materials of learning.45
This description offers a striking contrast to the model of a
successful teacher presented earlier; furthermore, the teacher* s
position as the focal point in the classroom has a wide-ranging
significance for the pupils in terms of their self-concept of achieve¬
ment and their actual achievement—that is, how they perceive themselves
in relation to the standards and expectations of the teacher and the school.
44Refers to Philip W. Jackson, "The Way Teaching Is in Association
for Supervision and Curriculum Development and The Center for the Study
of Instruction, The Wav Teaching Is, Washington, D.C., National Education
Association, 196(TT*
45 Charles E. Silberman, Crisis in the Classroom, p. 135-36.
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A study by Brookover, Paterson, and Thomas48 designed to explore
the relationship between self-concept of ability and actual school
achievement, using interviews, standard tests of maturity and intelli¬
gence on more than a thousand junior high school students found that
self-concept of ability is significantly related to actual achievement
of the students.

In addition, self-concept is positively related

to the image they perceive others to have of them.
One of those others is of course the teacher, and his specific
role as a factor in both self-concept and achievement was examined
in an important study by Davidson and Lang.47

To determine the relation¬

ship between students' perceptions of their teacher's feelings toward
them and their own self-perception, school achievement, and behavior,
they administered a checklist of words connoting favorable or un¬
favorable traits to the students, each word prefaced by "My teacher
thinks I am _."

Miller and Woock summarize their findings:

48

1. Children's perception of their teacher's feelings
toward them was correlated positively and significantly
with their own self-perception. The child with the more
favorable self-image was the one who more likely than not
perceived his teacher's feeling toward him more favorably.
48Wilber B. Brookover, Ann Paterson, and Shailer Thomas, "SelfConcept of Ability and School Achievement," Cooperative Research Project
No. 845, East Lansing, Michigan, (Office of Research and Publication,
Michigan State University, 1962), cited in Miller and Woock, 0£. cit.,
pp. 172-173.
47Helen H. Davidson and Gerhard Lang, "Children's Perceptions
of Their Teachers' Feelings Toward Them Related to Self-Perception,
School Achievement and Behavior," Journal of Education Experimental,
Vol. 29, Dec. 1960, pp. 107-118, in Miller & Woock, op. cit., p. 173.
48Miller and Woock, Social Foundations, p. 173-175.
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2. The more positive the children's perception of
their teacher's feelings, the better was their academic
achievement and the more desirable their classroom behavior
as rated by the teachers.
....The implications of this study are important for teachers,
since they suggest that students view with importance teachers'
attitudes toward them; and, the students' perception of
attitudes in school are closely related to both their aca¬
demic achievement and social class position.
The obvious question raised by these findings is whether there
actually is a difference in teachers' attitudes and feelings toward
lower-class students as opposed to middle- and upper-class pupils.
If such a difference exists, it serves as a serious indictment of
the whole educational process, given the findings just presented.
Confirmation comes not only from the field of education, but also
from all American Institutions, that nonwhites are considered inferior
to, and consequently judged less favorably than, whites.

Hollingshead

has shown, however, that such judgments go beyond racial distinctions,
and extend to class distinctions as well.
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In the case of nonwhites,

we have shown that these two overlap.
Negative judgments, or prejudice, takes many forms in relation
to lower class students.
subtle.

They can be dramatically explicit or extremely

They can be transmitted in speech, gesture, facial expression,

affective behavior, as well as in differential evaluation, amount and
manner of encouragement, discipline, and a host of other forms.

These

forms have been and continue to be the focal concern of much of the
current popular and scholarly literature in the field of education.

49A. B. Hollingshead, Elmtown's Youth.
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Anecdotal accounts alone have filled volumes.

For the purposes of

this study, however, only one of the forms of prejudice will be con¬
sidered in detail, one which appears to be a direct mechanism Inter¬
vening in the differential achievement of lower, and upper- and
middle-class children.

The sociologist Robert K. Merton proposed in 1948 a theory of
behavior that he named "the self-fulfilling prophecy."50

In brief,

that theory holds that the meaning people assign to any given situa¬
tion will determine their behavior in regard to it, whether that
meaning is a valid one, or not.

And their behavior will be such

that it makes the meaning they have assigned a reality.

He gives the

example of a bank failure caused by the depositors actions when they
believe the bank is going to fail, even though it would not have
failed had they not believed it and acted on that belief by withdrawing
their money.

Translated into the classroom, this means that if a

teacher expects his students to fail, they will indeed fail as a
result of his (and consequently their) actions evoked by the expecta¬
tion.

On the other hand, a teacher who expects the opposite is likely

to achieve it.
The self-fulfilling prophecy can likewise be applied to other
aspects of the school situation, such as disruptive behavior.

Thus,

if the teacher has negative expectations for his lower-class students,
50Robert K. Merton, "The Self-Fulfilling Prophecy," The Antioch
Review, 1948, Vol. 8, pp. 193, 210, reprinted in R. F. Merton,Joaa!
Theory & Social Structure (New York: Free Press, 1957), pp. 421-436.
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their perception of that attitude is likely to inhibit their achievement,
while their actions, and those of the teacher, will tend to produce
negative results.

Again, considerable anecdotal evidence, as well

as research evidence, have pointed to the conclusion that negative
expectations are the rule among teachers of lower class children.
Most researchers in education have concluded that “disadvantaged"
children of the lower classes are believed uneducable, or less able
to learn, than others, by their classroom teachers, whose actions
embody that attitude.
Becker, in his Chicago school studies, found that teachers are
offended by the attitude and hygiene of lower-class children, that
administrators as well as teachers expect less from them than they
do from middle-class students, and that they use different teaching
techniques with them in the classroom.

51

Davis and Dollard, in an

earlier investigation, found that the lower-class child is "stigmatized"
by teachers on the basis of his background, personal appearance,
speech patterns, and skin color, and even punished differentially
on that basis.The later findings of Deutsch supported the earlier
investigations in showing that the lower-class child develops negative
attitudes toward learning in the school itself and that the school is

51Howard S. Becker, "Social Class Variations in the Teacher-Pupil
Relationship," Journal of Educational Psychology, Vol. 25 (April 1952),
pp. 451-465.
52Allison Davis and John Dollard, Children of Bondage
D.C.* American Council on Education, 1940), pp. 284-285.

(Washington,
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thus responsible for those attitudes.53
According to the results of Wilson's study of three socially
stratified schools, teachers in the lower-class school set lower
standards and did less to bring about achievement than teachers in
middle-class schools, and overemphasized tested ability of lower-class
students while underestimating low tested ability of middle-class
students.

He concluded that teachers' standards and expectations
54
affect achievement and aspirations.
Burton Clark found that racial
prejudice alone did not account for all differential treatment of
lower-class children by teachers.

Other characteristics of lower-class

background such as lack of motivation, aggressive behavior, and unkempt
personal appearance, also increased the likelihood that teachers would
treat lower-class children differently and expend less effort teaching
55
them.
Similar research results are offered by Riessman, MacKinnon,
56
Kvaraceus, K. Clark, Asbell, Hi 11 son and Myers, and Katz.
53Martin P. Deutsch, "The Disadvantaged Child and the Learning Process,"
in Education in Depressed Areas. A. Harry Passow, ed. (New York: Bureau of
Publications, Teachers College, Columbia University, 1963), pp. 163-179.
54Alan B. Wilson, "Social Stratification and Academic Achievement,"
in A. Harry Passow, ed., op. cit., pp. 217-236.
55Burton R. Clark, Educating the Expert Society
Chandler Publishing Company, 1962), p. 99.

(San Francisco:

56Frank Riessman, The Culturally Deprived Child, New York: Harper
(
& Row, 1962; D. W. MacKinnon, "The Nature and Nurture of Creative Talent,
American Psychologist, Vol. 17, 1962, pp. 484-495; William C. Kvaraceus,
^Disadvantaged Children and Youth: Programs of Promise or Pretense,
Proceedings of the 17th Annual State Conference on Education Research,
California Teachers Association, 1965, p. 30; Kenneth B. clar£* J^ucaVona
Stimulation of Racially Disadvantaged Children, in A. Harry Pas*0*’
od
cit
dd 142-162; Bernard Asbell, "Not Like Other Children, jtedbgok,
l/oi ^2i! pp! 114-118; H. T. Hillson and Florence T. Myers, The Demonstra¬
tion Guidance Project: 1957-1962, New York: New York City Board of
Education, 1963; Irwin Katz, "Review of Evidence Relating ^ p^cts of
Desegregation on the Intellectual Performance of Negroes, American Psy.
chologist, Vol. 19, 1964, pp. 381-399.
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Rosenthal and Jacobson, in a study that represents the most
complete attempt yet made to measure the influence of teacher attitude
and expectation on student performance,57 include an excerpt from
George Bernard Shaw, whose work Pygmalion inspired their book.
SHAW'S SUMMARY
...You see, really and truly, apart from the things
anyone can pick up (the dressing and the proper way
of speaking, and so on), "the difference between a
lady and a flower girl is not how she behaves, but
how she's treated." I shall always be a flower girl
to Professor Higgins, because he always treats me as
a flower girl, and always will; but I know I can be
a lady to you, because you always treat me as a lady,
and always will.
To provide a picture of how the process of failure began,
Rosenthal and Jacobson gave a fictitious but representative account
of a first day in school
Entering the first-grade classroom is a big step for a
child. It can be a glowing or a devastating experience.
The teacher smiles at the children, looking at them to see
what the year will bring. The well-groomed white boys and
girls will probably do well. The black- and brown-skinned
ones are lower-class and will have learning problems unless
they look exceptionally clean. All the whites who do not
look tidy and need handkerchiefs will have trouble. If
the teacher sees a preponderance of lower-class children,
regardless of color, she knows her work will be difficult
and unsatisfying. The teacher wants her children to learn,
all of them, but she knows that lower-class children do
not do well in school, just as she knows that middle-class
children do do well. All this she knows as she smiles at
her class for the first time, welcoming them to the adventure
of first grade, measuring them for success or failure against
57Robert Rosenthal and Lenore Jacobson, Pygmalion in the Classroom
(New York: Holt, Rinehart and Winston, Inc., 1968 ).
58Ibid., pp. 47-48.
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the yardstick of middle-classness. The children smile
back at her, unaware as yet that the first measurements
have been taken. The yardstick will be used again when
they speak to her, as she hears words spoken clearly or
snuffled or stammered or spoken with an accent. And
later they will be measured for readiness for reading
or intelligence. Many times that first year the
children will be examined for what they are, for what
they bring with them when they come to school.
Briefly, both in experiments with both animal subjects in a
laboratory setting and with students in a real elementary school, the
investigators led teachers to believe that some of their charges
(randomly selected by the researches) would excel, or show a spurt
in learning, during the time they were under their care.

With the

animal subjects, a supposed genetic superiority was to account for
the superior performance; with the students, results of a test which
supposedly could predict intellectual "spurting" provided the grounds
for altered expectations on the part of the teacher.

In both cases

it was found that the subjects' performance improved significantly
under those circumstances.

For the students this entailed measurable
CQ

gains in IQ and verbal and reading skills.

Although gains were

not consistent for all students at different grade and ability levels,
the results provide the best empirical confirmation yet of the workings
of the "self-fulfilling prophecy" in the classroom.
There is an implicit extension in the operation of the selffulfilling prophecy outside of the classroom that should be mentioned
as well.

Kenneth Clark pointed out that whole educational programs

involving administrators, principals, and counselors can be and often

59Ibid., pp. 174-183.
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are geared to lower standards and negative expectations when lowerclass students are involved.

He cites as an example the words of

a guidance counselor in a central Harlem school:
"The children have a poor self image and unrealistic
aspirations. If you ask them what they want to be
they say 'a doctor,' or something like that." When
asked what you would say to a child who wanted to be
a doctor she replied, "I would present the situation
to him as it really is. Show him how little possi¬
bility he has for that. I would tell him about the
related fields, technicians, etc."6*
One method commonly used for programming the self-fulfilling
prophecy into educational policy is that of ability grouping, or
tracking.

As advocated by such educators as James B. Conant, this

system groups students into classes on the basis of measured ability.

62

Often, especially in large urban areas, this involves assignment to
a fixed program from enrollment to graduation.

The justification

given for this system is that homogeneous groups lead to greater
achievement by allowing students to compete with others of similar
ability and by reducing the teachers' problems involved in dealing
with diverse groups.

While Conant recognizes that the use of standard

ability measures as criteria for grouping may result in de facto segre¬
gated classes, he claimed, nevertheless, that ability grouping is in
the best interest of all students, and that in the large cities,

...with

pupils and parents indifferent if not hostile to education, assignment
60Kenneth B. Clark, Dark Ghetto, (New York: Harper and Row, 1965.)
611bid., p. 133.
62James B. Conant, Slums and Suburbs: A Commentary on Schools in
Metropolitan Areas (New York: McGraw-Hill Book Company, Inc., 1961),
pp. 63-66.
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of pupils to tracks and restriction of electives may have much in
its favor; the system of rigid tracks may be the only workable solution
to a mammoth guidance problem."63
In practice, however, as the authors of Urban Education:

The

Hope Factor have pointed out, this system constitutes "one of the most
powerful single barriers to student self-image and learning in urban
schools...", by its singling out some students as inferior in the
eyes of their teachers and their fellow students.64

They cite the

study of Walter Borg, whose findings indicated that students in hetero¬
geneously grouped classes tend to have a better self-concept and to
exhibit less antisocial behavior than ability-grouped children.

Further¬

more, real supporting evidence for increased achievement in homogeneous
cc

groups is scarce.

The investigators conclude that "Tracking appears

much more a device to socialize some students for a lifetime in the
lower class than a tool for any educational purpose."66
f

Urban Teacher Profile
The importance of teacher expectations and documented differences
in expectations for middle- and lower-class students have been described.
There are in addition other dimensions in which teachers of lower-class

63Ibid., p. 66.
64Atron Gentry, et. al.,

The Hope Factor, p. 35.

65Ibid., pp. 35-36, from Walter R. Borg, Ability Grouping in the
Public Schools (Madison, Wisconsin: Dembar Educational Research Services,
1966T
66Ibid., p. 101.
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students differ from other teachers.

In a systematically conducted

survey based on a sample of more than 3300 urban teachers and five
hundred urban principals, Herriott and St. John found significant
differences in teachers' characteristics related to the socio-economic
status of the school in which they worked.87

Respondents' estimations

of the proportion of the faculty that complains about school problems,
and of the proportion that seemed content with their work, led to the
finding that the general morale of teachers is significantly lower
in schools of low SES than in those of high SES.

In terms of the

evidence cited concerning the effect of teacher attitudes on students'
perceptions and self-concept, these tendencies become important.
Likewise, the lower the school SES, the less likely that teachers
express a desire to remain there for the rest of their careers, and
fro

the less satisfied they are with their teaching situation.

Teachers

in the lower SES schools tended to have worked at their school for a
shorter span of time than other teachers, and to have accumulated less
teaching experience.

That is, they are newer teachers who will probably

not spend much time in the slum school.

Another researcher has esti¬

mated that transfer requests from slum schools are ten times more
69
numerous than from middle-class schools.
Herriott and St. John also found that while the proportion of
nonwhite pupils increases as the school SES falls, the proportion of
67Robert E. Herriott and Nancy Hoyt St. John, Social Class and the
Urban School (New York: Wiley & Sons, Inc., 1966).
68Ibid., p. 101.
69Howard S. Becker, "Social Class Variations in the Teacher-Pupil
Relationship," p. 451-65.
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nonwhite teachers does not increase at as fast a pace.70

This finding

acquires significance in light of a study by Gottlieb which measured
teachers' differential perceptions of their students.

He discovered

that black teachers have more favorable and less stereotyped impressions
of their students than do their white counterparts.71
The last finding of the Herriott and St. John study to be pre¬
sented here, and it is a significant one, relates to teacher performance.
Two independent sets of observers, principals and teachers, rated the
performance of low SES school teachers lower than they did high SES
school teachers.

That is, teachers in the lower-class schools tended

to be less competent than those in the upper- and middle-class schools.

72

Furthermore, it was found that the performance of principals themselves
was more closely related to that of their teachers in schools of low
SES than of high SES.72

Some observers believe that this poor performance is functional
in central city schools as they are currently constituted.

Jerome

Beker claims that the educational climate of inner city schools fosters
u74
the "tolerance of incompetence and the intolerance of competence."
70Herriott and St. John, Social Class, p. 79.
71David Gottlieb, "Teaching and Students: The Views of Negro and
White Teachers," Sociology of Education, Vol. 37 (Summer, 1964), pp. 348-353.
72Herriott and St. John, Social Class, p. 115.
73lbld., p. 153.
74Jerome Beker, "Why We Fail," in Paul S. Graubard, ed., op. cit.,
p. 152.
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Christopher Jencks has described that climate:
The public schools are not only run on ridiculous
budgets, but are designed around the assumption that
all of the participants are irresponsible and incompetent.
Everyone is supervised by someone else and everyone is held
accountable in the perpetuation of this inept system.
Instead of judging by results, supervisors usually
judge subordinates by conformity to specific rules and
regulations about how their work should be performed.
The major concern appears to be the smooth running of
the educational machinery rather than the creation of
a machinery which will turn out a valuable product...
...Nobody is interested in real problems or the
"outside" world. Rather, subordinates are more interested
in figuring out what their superiors want and trying to
give it to them. At this point, it seems quite impossible
to reverse these relationships.
Instead of a system in which everyone vests maximum
faith in his subordinates and risks frequent disappointment
in the hope of frequent achievements, we have a system in
which everyone vests minimum faith in his subordinates ,7,cutting back on initiative in order to cut down risk...
Not all teachers, principals, and administrators are incompetent,
of course, but if the prevailing orientation described above is at
all accurate, it serves as a serious obstacle for those who attempt
to

manifest their competence in any but the most rigidly confined ways.

Jencks points out, and he is backed up by considerable anecdotal
evidence in the literature, that many able, sensitive teachers, con¬
fronting the educational system, simply quit from frustration.76
Beker adds:
75Christopher Jencks, "Private Management for Public Schools,"
Education Memorandum Mo. 4, (Washington, D.C.: Institute for Policy
Studies, 1965), pp. 151-52.
76Ibid., p. 153.
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Rare indeed is the teacher who can buck the system
and his colleagues and maintain a sound educational pro¬
gram for inner city youngsters; rarer stil.1, the one
who can do so and achieve promotion to a position where
he can help to foster competent work throughout a school
or school system.
The message is usually clear: these are the rules of the
game, and only rarely do peers or adults reward any deviation
from them. Creativity, initiative, whatever seems to
threaten extra effort or change is suspect... Those who
fight back seek other outlets and all too often are 77
categorized as disturbed and delinquent as a result/'
It is to some of these children that the next chapter will be
devoted.

77Jerome Beker, "Why We Fail," in Paul S. Graubard, ed., o£.
p. 153.

CHAPTER THREE—THE DELINQUENT

Problems and Effects of Definition
Out of the background described in prceding chapters there
emerges a broad range of behavior exhibited by the people involved.
Some of that behavior is labelled delinquent, and some of the children
that exhibit it are labelled juvenile delinquents.

Any elaboration

upon that initial fact, however, evokes such a mass of opposing
theoretical orientations and perspectives, that no simple and compre¬
hensive explanation, nor even definition of it, is acceptable to the
various people concerned with it.

An analysis of juvenile delinquency,

therefore, is always conditioned by the viewpoint--and its underlying
assumptions--of the analyst, whether his interpretation is socio¬
logical, psychological, legal, or some combination of these and other
approaches.
A measure of the confusion concerning the concept of juvenile
delinquency is available in the character of the institutions that
have been developed to deal with it.
birthdate of the juvenile courts.

July 1, 1889 was the official

The establishment of a juvenile

court in Chicago at that time marked the first recognition that juvenile
behavior required a separate portion of the legal structure, a recognition that has since been implemented in all the states.

78Clyde Vedder, Juvenile Offender, p. 229.
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There were several fundamental reasons for establishing such
courts.

First, the special courts would distinguish juvenile law¬

breakers from adult criminals and thus remove the
committed a crime from children.

stigma of having

Because of their age, children were

not held fully responsible for their actions—thus, the new label
juvenile delinquent.

Second, the court could provide help for children

who required protection and treatment.79
While those youths to whom the first purpose refers are rela¬
tively wel 1 -defined—they have violated some law or ordinance and have
been apprehended—the extremely ambiguous and broad category of youths
included in the second purpose has permitted a wide-ranging application
of the court process into areas far removed from the boundaries of
the criminal code.
A partial list of acts or conditions found under the heading
of delinquent behavior in the juvenile court laws in the United States
should illustrate the extent of that application:

80

Violates any law or ordinance
Immoral or indecent conduct
Immoral conduct around school
Engages in illegal occupation
(Knowingly) associates with vicious or immoral persons
Grows up in idleness or crime
(Knowingly) enters, visits house of ill repute
Patronizes, visits policy shop or gaming place
Patronizes saloon or dram house where intoxicating liquor is sold
Patronizes public poolroom or bucket shops
Wanders in streets at night, not on lawful business (curfew)
79

Ibid., p. 229.

80Sol Rubin, "The Legal Character of Juvenile Delinquency," from
The Annals of the American Academy of Political and Social Science^,
7K1 , .-lannarv IM49. DP. 1-8. i n Juveni 1 e Delinguency:
A. Book oj
Readings, Rose Giallombardo, ed. (New York: Jonn wney and W, 1-.,
1966) ,' p. 26.
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(Habitually) wanders about railroad yards or tracks
Jumps train or enters car or engine without authority
Habitually truant from school
Incorrigible
(Habitually) uses vile, obscene, or vulgar language (in public place)
Absents self from home without consent
Loiters, sleeps in alleys
Refuses to obey parents, guardian
Uses intoxicating liquors
Is found in place for permitting that for which adult may be punished
Deports self so as to injure self or others
Smokes cigarettes (around public place)
In occupation or situation dangerous to self or others
Begs or receives alms (or in street for purpose of)
Of course not every state, or any state, has all
these items in its definition of delinquency. However,
the laws average eight or nine items in addition to
violations of law. No juvenile court law confines
its definition of delinquency to violations of laws
and ordinances.81
These items are subsumed under a common definition of a delinquent
as one "who so deports himself as willfully to injure or endanger
the morals or health of himself or others," although the law may fail
to establish even general norms to guide the court in its determination
of those who fit such a definition.

As a result, the individual court

itself must set standards, and these can vary widely.
That the second function of the court is not a minor one can be
appreciated by examining delinquency statistics throughout the country.
In California, for example, thirty-one per cent of new admissions to
its juvenile detention facilities in 1971 were assigned there because
of "delinquent tendencies," rather than for commission of specific
81Paul Tappan, "The Nature of Juvenile Delinquency," from Paul
Tappan, Juvenile Delinquency (New York: McGraw-Hill Book Company,
1949), pp. 3-13 and 15-30, reprinted in Rose Giallombardo, ed., op_.
cit., p. 13.
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illegal acts.

82

Likewise, almost one third of new referrals to

California probation departments in 1971 were referred for those
same ‘tendencies;" the category includes such behavior as truancy,
failure to adjust, runaway, incorrigible, and sexual delinquency.
It is clear that inherent in such a category are broad discretionary
powers on the part of the courts.

Ultimately the system tends to

define itself juvenile delinquents as those who end up in Juvenile
Court.

As Paul Tappan points out:

The juvenile delinquent is a person who has been adjudi¬
cated as such by a court of proper jurisdiction though
he may be no different, up unt'il the time of court contact
and adjudication at any rate, from masses of children who
are not delinquents. Delinquency is any act, course of
conduct, or situation which might be brought before a
court and adjudicated..
This pragmatic definition recognizes two fundamental deviations
from the avowed goals of the juvenile court system.

One of these,

the almost unlimited discretionary extension of the delinquency
label to a wide variety of behavior, has just been described.

The

other, the inconsistent application of that label, especially as it
relates to social status and to racial and ethnic minorities, parallels
a similar process, described earlier, in the educational system.

These

two deviations have overlapped and interacted in mutually reinforcing
ways.
82The statistics cited are from "Reference Tables, Juvenile Pro¬
bation and Detention," Crime and Delinquency in California 197_1, (State
of California, Department of Justice, Division of Law Enforcement, Bureau
of Criminal Statistics, 1972 ).
83Paul Tappan, ^in Rose Giallambardo, ed., op. cit., p. 23.
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The evidence for uneven application of the official court pro¬
cess comes from several sources.
"hidden delinquency."

One such source is studies of so-called

The term is somewhat confusing in that it refers

not to the type of behavior manifested but rather to the fact that it
does not appear before the official eye of the court, nor does it add
to the official statistics of delinquency.

Porterfield, in an early

study, compared the offenses for which more than two thousand youths
had been brought to court with the same admitted but unadjudicated
offenses of 337 college and college-bound students.

Among the college

students, there were only three offense categories in which no commission
was reported:

suspicious character, neglected and abused, and in¬

corrigible; none of these involve any violation of law or ordinance.
On the other hand, they did admit having committed aY\_ of the more
serious offenses, including murder, attempted rape, burglary, and auto
theft.
acts.

None of them had appeared in court for any of these delinquent
Their less fortunate counterparts, not headed for college,

were instead headed for reform school in many cases.
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These findings were supported in part by several studies of
Short and Nye.

In comparing the arrest records of college students

and students committed to delinquent training schools, they found
that "college students experience arrest in a far smaller proportion
of offenses which they report committing than do training school
students.

This was found to be especially true for girls.

Further,

it was found that delinquency was distributed more evenly among the
84Austin L. Porterfield, Youth in Trouble
Potishaan Foundation, 1946 ).

(Fort Worth: Leo
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social classes in non-institutionalized cases than in official cases,
where the lower classes are over-represented.85
A third study, designed by Robison to measure hidden delinquency
in New York City, used the technique of surveying non-legal agencies
that handle delinquency cases in addition to the courts.86

She

found that court statistics account for only two-thirds of the total
treated cases, and that cases handled by private agencies, whose
clientele is mainly middle- and upper-class, often do not appear
in court statistics.
These studies of hidden delinquency provide useful information
about the operation of the court system, for court statistics can only
indicate those with whom the judicial structure has dealt.

Equally

revealing is knowledge of those with whom the courts avoid dealing.
The three studies described tend to indicate that although middleclass youngsters exhibited a wide range of behavior normally con¬
sidered delinquent, they were much less likely than lower-class
youths to be arrested and to be brought before the courts, thus
avoiding the delinquent label and possible incarceration.
A possible implication of this situation is that behavior con¬
sidered delinquent in lower-class youths is not always considered
delinquent in those with middle- and upper-class status.
86James F. Short,
Delinquency, Tentative
Criminoloqy and Police
pp. 296-302, reprinted

An important

Jr. and F. Ivan Nye, "Extent of Unrecorded
Conclusions," from Journal of Criminal Law,
Science, Volume 49 (November-December 1958)
in Rose Giallombardo, ed.,_sp_. cit,;, p. 51, 53.

86Sophia M. Robison, Can Delinquency Be Measured? (New York:
Columbia University Press, 1936) cited by Eiji Amemiya,_op_. cvt., p. 46
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variable in this regard is the initial determination of the law
enforcement officer, who is generally the first agent of the judicial
process with whom a juvenile offender comes into contact, and whose
on-line decisions can have crucial bearing on a youth's life.

As

Pi 1iavin and Briar pointed out:
...the discretion practiced by juvenile officers is simply
an extension of the juvenile court philosophy, which holds that in
making legal decisions regarding juveniles, more weight should be
given to the juvenile's character and life-situation than to his actual
07

offending behavior.
When prejudicial attitudes affect police discretion, an initial
inconsistency in the legal process is brought about which can in
turn affect the consistency of the judicial process.

In a study

of disposition decisions for juveniles by police officers in a large
urban police department where "it was within the officer's discretion¬
ary authority, except in extreme limiting cases, to decide which
juveniles were to come to the attention of the courts and correctional
agencies and thereby be identified officially as delinquents," Piliavin
and Briar found that blacks, and whites whose dress and appearance
matched a stereotype of the delinquent held by officers, were more
frequently stopped and interrogated, even in the absence of evidence
than any offense had been committed, and given more severe dispositions
for actual violations than were other youths.

A majority of the

87Irving Piliavin and Scott Briar, "Police Encounters with Juveniles,"
The American Journal of Sociology, Vol. 70 (September,1964), pp. 206214, reprinted in Rose Giallombardo, ed., 0£. cit., p. 449.
88Ibid., p. 448-449.
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officers indicated antipathy toward blacks, and thought them much
more likely than others to be uncooperative in demeanor and to show
no remorse for their offenses.

Cooperation and remorse both tended

to lessen the severity of the dispositions made by officers.
Furthermore, emphasis on demeanor along with crime statistics,
caused police to concentrate their activities in areas frequented or
inhabited by blacks.

The researchers conclude that such activities

may have self-fulfilling consequences:
Thus it is not unlikely that frequent encounters with
police, particularly those involving youths innocent
of wrongdoing, will increase the hostility of these
juveniles toward law-enforcement personnel. It is
also not unlikely that the frequency of such encounters
will in time reduce their significance in the eyes of
apprehended juveniles, thereby leading these youths to
regard them as "routine." Such responses to police
encounters, however, are those which law-enforcement
personnel perceive as indicators of the serious
delinquent. They thus serve to vindicate and reinforce
officers' prejudices, leading to closer surveillance
of Negro districts, more frequent encounters with Negro
youths, and so on in a vicious cycle. Moreover, the
consequences of this chain of events are reflected in
police statistics showing a disproportionately high
percentage of Negroes among juvenile offenders,
thereby providing "objective" justification for con¬
centrating police attention on Negro youths.
If initial legal action taken against juveniles shows a racial
and socio-economic bias, the subsequent court action.also manifests
the operation of discrimination.

A study by Davie revealed that

black children appear before the court three times more than their
proportion in the population would predict.

In the disposition

89Ibid., p. 449.
90Maurice R. Davie, Negroes in American Society (New York: McGrawHill Book Co., 1949), pp."T58-259, cited in Clyde Wedder, _op. _cvt., P* 28
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of cases, they are less likely to be dismissed for their offense
than white children and more likely to be committed to an institution.
Later work by Axel rad

supported and broadened the findings.

In a comparative study of black and white institutionalized delin¬
quent males in New York, he found that blacks committed to institutions
by the Children's Court were nearly two years younger on the average
than their white counterparts.

Furthermore, black children were

committed after only half as many appearances in court, and after
fewer probationary periods, than whites.

Blacks had spent less time

in homes for dependent children than had whites before institutionali¬
zation.

In addition, blacks were committed for less serious offenses

than were whites, and came from high delinquency areas much more
than whites.

The work of Piliavin and Briar cited earlier is relevant

in this last regard.
In California, more than eighty per cent of initial referrals
to probation departments are made by law enforcement agencies; these
departments evaluate each case individually and make a decision as
to its disposition.

Options include outright closure or referral to

other agencies, informal probation, and filing of delinquency peti¬
tions in juvenile court.

In 1971, blacks and Mexican-Americans,

the two largest minority groups in Los Angeles County, constituted
a total of forty-four per cent of all youths initially referred to
probation departments; their percentages in the total county population
91Sidney Axelrad, "Negro and White Male Institutionalized De¬
linquents," The American Journal of Sociology:, Vol. LVII .May 1954
pp. 569-574, reprinted in Clyde Vedder, ed., o£. nt.» PP* 40-45.
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is markedly less.

Even more significantly, their commitment to

institutions in the county such as camps, ranches, homes, and xchools
for delinquent children totaled sixty-three per cent of all comnitments to such institutions.

A correlate of the definition of delinquency and delinquent is
the transfer of the status to one so defined.

That is, one who is

judged to meet the definition is labelled a juvenile delinquent.
According to the avowed purposes of the juvenile court system, this
category was established to remove the stigma of the "criminal" label
from children.

It was felt that such a label would be harmful, because

of its connotations and because of the difficulties that face the
labelled criminal upon his return to society.

To implement this

purpose, juvenile court proceedings were made non-criminal in nature,
and focused less on the offense than on the individual needs of the
offender.
In practice, however, these purposes have been less than fully
achieved.

The label "juvenile delinquent" in its common usage is a

term of opprobrium that is equivalent to saying "young criminal."
And such a popular understanding of the status is by no means unjusti¬
fied, for as Tappan points out:
Official delinquency usually implies involvement with the
police, detention, court handling, damaging associations, semi punitive
correctional treatment, and a role and stigma that are ineradicably
injurious-notwithstanding all the idyllic euphemisms to the contrary...
92Paul Tappan, Juvenile Delinquency, p. 4.
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The implications of this reality are serious enough for those
youths who have violated the law.

But it must be remembered that

the juvenile court's jurisdiction includes many youths who are not
lawbreakers, because of its role as a protector of children.

Thus

children who are dependent or neglected by their parents are also
handled through the court system, and are likewise subject to the
"damaging associations" inherent in that system.

In some states

they are still held in detention halls along with lawbreakers until
suitable placement is found for them.

They are joined there by other

youths who also have broken no law, but who have exhibited such delin¬
quent "tendencies" as having run away from home or having been dis¬
obedient to their parents or having shown sexual precocity.

These

latter children comprised a third of all juveniles institutionalized
in California in 1971.

By the use of this category, "a vast popula¬

tion of children, particularly children in slum areas, could be
adjudicated delinquent."93

That such a category opens the way for

discriminatory practices by law enforcement agencies and the courts
is obvious.
Thus the delinquency status is not as harmless as it was designed
to be, while the broadness of its definition can subject many legally
innocent youths to its harm.

Frank Tannenbaum speaks to this in his

book Crime and the Community.
This boy, no more guilty than the other members of his
group, discovers a world of which he knew little.. His
arrest suddenly precipitates a series of institutions.
93Sol Rubin, "The Legal Character of Juvenile Delinquency," in
Rose Giallombardo, ed.,

0£.

cit., p. 29.
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attitudes, and experiences which the other children do
not share. For this boy there suddenly appear the
police, the patrol wagon, the police station, the other
delinquents and criminals found in the police lock-ups,
the court with all its agencies such as bailiffs, clerks,
bondsmen, lawyers, probation officers. There are bars,
cells, handcuffs, criminals. He is questioned, examined,
tested, investigated. His history is gone into, his
family is brought into court. Witnesses make their
appearance. The boy, no different from the rest of
his gang, suddenly becomes the center of a major drama
in which all sorts of unexpected characters play important
roles...
The process of making the criminal, therefore, is
a process of tagging, defining, identifying, segregating,
describing, emphasizing, making conscious and selfconscious: it becomes a way of stimulating, suggesting,
emphasizing, and evoking the very traits that are complained
of. If the theory of relation of response to stimulus has
any meaning, the entire process of dealing with the young
delinquent is mischievous insofar as it identifies him q.
to himself or to the environment as a delinquent person. 4
The reference to stimulus and response is significant in another
regard as well.
presented:

At the outset of this chapter a minimal fact was

that some behavior is labelled delinquent.

Lack of agree¬

ment on and problems involved in the definition were cited as reasons
for omitting a fuller statement.

From the standpoint of behavior,

however, as William Rhodes points out:
The question is not, "What is it really?" The
question is, "What is the predominant purpose of the
society in the action it pursues with the subject
after society's response has been triggered?" My answer
is that in all of these cases society's unspoken and
unrecognized purpose is much more to lower its own stress
level than to solve the problem facing it. By a peculiar
twist of logic, however, it reserves its subsequent
operations for the subject, and only the subject. Society
94Frank Tannenbaum, Crime and the Community (Boston: Ginn and
Company, 1938),pp. 15-16.
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fails to recognize pathology, divergence, or
disturbance as a product of the reciprocity
between activator and resonator. Therefore, it
fails to apply itself to study and solutionof all
terms of the problem. It concentrates upon the
activator, temporarily relieves the tension of the
reciprocator, and never quite comes to grips with
the whole problem.
In this sense, a juvenile delinquent is not simply someone
who has done something "wrong" or "antisocial" but is rather one
part of more inclusive social problems that need to be solved.

He

is a symptom of "the social, emotional, and moral maladjustment
of a nation."96

Theoretical Considerations
In Chapter One, a specific orientation was taken in dealing
with poor achievement and general school failure, one that favored
a functional definition of the problem in order to focus better on
the school's responsibility to act upon the problem.

Thus the alleged

social causes were viewed as a "hidden curriculum" rather than as
factors completely outside the scope of the school.

In dealing with

the problem of juvenile delinquency a similarly practical orientation
is emphasized.

Thus theories of the causes of delinquency will be

viewed as indicative of the influences that affect the problem and
^William Rhodes, "The Disturbing Child: A Problem of Ecological
Management," Exceptional Children (March, 1967), reprinted in Paul S.
Graubard, ed., op. cit., p. 20.
96Yearbook Committee, Nelson B. Henry, ed.. The 47th Yearbook of
the National Society for the Study of Education, Part 1, Juvenile
Delinquency and the Schools, (Chicago: The University of Chicago
Press, 1948), p. 8.
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that offer guides to the areas in which efforts to solve it should
be concentrated.
The causes which inhere in the very nature of the juvenile
legal and judicial systems have been discussed.

Social and psycho¬

logical causes which range beyond the boundaries of the court system
are the subjects of the various theories of juvenile delinquency.
They deal generally with the personal characteristics of delinquents,
the social structure, and most often with the interaction of these
two elements.

Some of the most influential and important of these

theories will be outlined below.
The premises found in the work of Robert Merton have provided
a foundation upon which many theorists have built.

In trying to

discover how some social structures exerted pressures toward non¬
conformist behavior in some individuals, he isolated two structures
whose interactions critically affected social behavior.

The first

of these includes culturally defined goals, purposes, and interests
9

which provide a point of reference for the aspirations of individuals
in society; the second defines, regulates, and controls the acceptable
modes of achieving these goals.

An effective integration and equi¬

librium between the two occurs when individuals conform to and derive
satisfactions from both; that is, from the process and the outcome of
the process:
The distribution of statuses and roles through compe¬
tition must be so organized that positive incentives
for conformity to roles and adherence to status obli¬
gations are provided for every position within the
distributive order. Aberrant conduct, therefore, may
be viewed as a symptom of dissociation between culturally
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defined aspirations and socially structured means.^
The dissociation may occur in different ways.

In many instances

it appears because of the over-emphasis on goals and corresponding
under-emphasis on controlling the means to them:
The sole significant question then becomes, which available
means is most efficient in netting the socially approved value?
The technically most feasible procedure, whether legitimate or
not, is preferred to the institutionally prescribed conduct.
In our society, where wealth is the symbol of success, the use
of legitimate means to attain it
...is limited by the fact that actual advance toward
desired success-symbols through conventional channels
is, despite our persisting open-class ideology, relatively
rare and difficult for those handicapped by little formal
education and few economic resources. The dominant
pressure of group standards of success is, therefore,
on the gradual attenuation of legitimate, but more or
less effective, expedients of vice and crime. The
cultural demands made on persons in this situation
are incompatible. On the one hand, they are asked to
orient their conduct toward the prospect of accumulating
wealth and on the other, they are largely denied effective
opportunities to do so institutionally. The consequence
of such structural inconsistency are psychopathological
personality- and/or antisocial conduct, and/or revolutionary
activities. 9
A key point to be made here is that such consequences occur
only when the society stresses certain common success symbols for
the whole population while restricting access to them for a large
^Robert K. Merton, "Social Structure and Anomie," American Socioloqical Review, Vol. 3., Oct. 1938, pp. 672-682, reprinted in Rose
Giallombardo, ed., op. cit., pp. 93-102.

"ibid., p. 99.
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portion of that population.

While the belief system stresses equality

of opportunity for achieving success, the actual opportunity Is quite
limited, especially for the poor.

In countries where opportunity is

admittedly unequal for the poor and for lower caste members, crime
and poverty are not so highly correlated as they are in America.

Cloward and Ohlin's explanation of delinquency100 followed
the main outlines of Merton's theory.
element.

But they added an additional

In their view, the frustration brought about by the disparity

between aspirations and legitimate means lead lower-class youths
to seek adjustment by establishing a "subculture" of delinquency
that will legitimize their behavior.

The nature of such a subculture

will vary according to the available opportunities and criminal role
models in any given neighborhood.
Cohen, following the same model, claims that subcultural de¬
linquency comes about as a result of the youth's need to achieve the
status he is denied by the structure of opportunity.*01
provides status criteria which he liable to meet.

The subculture

He is unable,

however, to obtain complete gratification because he is still bound
by the internalized norms of the larger society.

His frustration,

through the psychological mechanism of "reaction-formation," leads
to a complete repudiation of middle-class morality, which is manifested
in malicious and destructive behavior.
100Richard Cloward and Lloyd E. Ohlin, Delinquency and Opportunity
(Glencoe, Illinois: The Free Press, 196$, pp. 147-159.
101Albert K. Cohen, Delinquent Boys:
(Glencoe, Illinois: The Free Press, 1958).

The Culture of the Gang
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Walter B. Miller, on the other hand, rejects the notion of
frustration as a cause of delinquent behavior in lower-class youths.102
He denies that their actions are negative or designed to oppose the
middle-class norms.

Rather, a distinctive lower-class culture, not

a delinquent subculture, generates attitudes and behavior that
constitute a positive ...attempt to achieve ends, states, or con¬
ditions which are valued and to avoid those that are disvalued within
their most meaningful cultural milieu, through those culturally
available avenues which appear as the most feasible means of attaining
those ends.10**
When this effort leads to illegal acts, the behavior can stem
from the operation of one or more of three specific processes:
1. Following cultural practices which comprise
essential elements of the total life pattern of lower
class culture automatically violates certain legal norms.
2. In instances where alternate avenues to similar
objectives are available, the non-law-abiding avenue
frequently provides a relatively greater and more
immediate return for a relatively smaller investment
of energy.
3. The "demanded" response to certain situations
recurrently engendered within lower class culture
involves the commission of illegal acts.
Illegal actions, then, are not viewed as a reaction to or a malicious
opposition of middle-class values and norms; their roots are deep
and serve positive purposes.
102Walter B. Miller, "Lower Class Culture as a Generating Milieu
of Gang Delinquency," The Journal of Social Issues, Vol. 14, No. 3.,
1958, pp. 5-19, reprinted in Rose GTallombardo, op. cit., pp. 137-150.
103Ibid., p. 148.
1Q4Ibid., p. 149.
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It may be useful at this point to look more closely at some
of the attitudes and behaviors that condition lower-class life.
Miller observed several dominant "focal concerns" of lower-class
culture which form part of the hidden curriculum that its members
bring to the juvenile judicial system and to the school.

Their

divergence from many middle-class norms affects the understanding
of and response to these institutions on the part of lower-class
children.
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Table 10.

Focal Concerns of Lower Class Culture105

Perceived alternatives
(state, quality, condition)
Trouble:

law-abiding behavior

law-violating behavior

Toughness:

physical prowess, skill;
"masculinity;" fearless¬
ness, bravery, daring

weakness, ineptitude;
effeminacy; cowardice,
timidity, caution

Smartness:

ability to outsmart,
dupe, "con;" gaining
money by "wits;"
shrewdness, adroitness
in repartee

gullibility, "con-ability;"
gaining money by hard work;
slowness, dull-wittedness,
verbal maladroitness

Excitement:

thrill;
risk, danger;
change, activity

boredom;
"deadness," safeness;
sameness, passivity

Fate:

favored by fortune,
being "lucky"

ill-omened, being unlucky

Autonony:

freedom from external
constraint;
freedom from super¬
ordinate authority;
independence

presence of external
.constraint;
presence of strong
authority;
dependency, being "cared for

Edwin Sutherland, in his theory of "differential association,"
agrees that delinquent behavior is in most cases culturally "normal;"
He deals specifically with how that behavior is acquired.

The main

points of his argument are:
1.
2.

105

Criminal behavior is learned.
Criminal behavior is learned in interaction with other persons
in a process of communication.

Ibid., p. 139.
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3.
4.

5.
6.
7.
8.
9.

The principle part of the learning of criminal behavior
occurs within intimate personal groups.
When criminal behavior is learned, the learning includes
(a) techniques of committing the crime, which are sometimes
very complicated, sometimes very simple; (b) the specific
direction of motives, drives, rationalizations, and attitudes.
The specific direction of motives and drives is learned from
definitions of the legal codes as favorable or unfavorable.
A person becomes delinquent because of an excess of definitions
favorable to violation of law over definitions unfavorable
to violation of law.
Differential associations may vary in frequency, duration,
priority, and intensity.
The process of learning criminal behavior by association
with criminal and anti-criminal patterns involves all of
the mechanisms that are involved in any other learning.
While criminal behavior is an expression of general needs
and values, it is not explained by those general needs and
values since non-criminal behavior is an expression of the
same needs and values. b

Sutherland's description holds obvious implications for the educational
system.

The school, because of its many daily hours of contact with

children over long periods of time, can theoretically become a place
where positive definitions of the legal code are learned.

However,

this can only happen when it is a place that is conducive to real
learning, rather than a place of impersonal controllers whose conception
of lower-class children is one of innate ineducability and badness.
While the process described by Sutherland applies to all criminal
(and non-criminal) behavior in all areas, the main focus of most
theorists has been on lower-class delinquent behavior because of the
well documented fact of its high incidence in lower-class areas.
106Edwin H. Sutherland, Principles of Criminology
J.B. Lippincott Company, 1955), pp. 77-80.

An

(Philadelphia:
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early explanation for this fact was offered by Shaw and McKay,107
whose theory influenced and set the stage for the later work of Cohen,
Miller and others.

From their studies of delinquency in urban areas,

they concluded that the factors producing delinquent behavior were
inherent in the community and that they were related to the degree
of social disorganization of the community.

They hypothesized that

newer areas of the city (those that lay outside the central city)
would show the best physical conditions and social organization,
and that older areas would show the worst physical deterioration
and social disorganization, as well as a high rate of delinquent
behavior; their studies proved this to be the case.
By no means all of the theorists of juvenile delinquency have
placed so much importance on social structure.

Many of the earlier

theories were based on the premise that delinquent behavior resulted
from personality disturbances of the children themselves.

Healy and

Bronner, as a result of their research, concluded as follows:
It is through a lack of satisfying human relation¬
ships that feelings of inadequacy, deprivation, or
thwarting are created. When these discomforts are
powerfully experienced, the driving forces of wishes
and desires naturally develop into urges for substitute
satisfactions... (which the youth may find)...through
seizing upon the idea of delinquency.10®
Thus, disturbing relationships within the family and lack of a good
parental ego-model often leads to delinquency.

Kvaraceus also stressed

107Clifford R. Shaw and Henry D. McKay, Juvenile Delinquency and
Urban Areas (Chicago: University of Chicago Press),1929.
108Wi11iam Healy and Augusta F. Bronner, New Light on Delinquency,
and its Treatment (New Haven: Yale University Press, 1936), p. 201.
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factors in the home, after finding that delinquency was highly corre¬
lated with homes broken by conflict rather than by death.109

The

Gluecks, through extensive research, developed a frequently used
model of the delinquent that emphasized factors that were significantly
correlated statistically with delinquency.
The Gluecks' model incorporates elements from all three of the
major lines of theory:

(1) physical and temperamental characteristics

are the components of the biological theory of crime, which in current
thought does not normally stand by itself, but is usually linked to
sociocultural factors which are the focus of (3) sociological theory,
some of the important ideas of which have been mentioned.
An additional recent line of thought is found in "containment
theory," associated generally with Walter Reckless,110 which is con¬
cerned with finding the components that link sociocultural and psycho¬
logical factors and that actually control and regulate conduct.
Reckless poses two such controls:
Inner containment consists mainly of self compo¬
nents, such as self-control, good self-concept, ego
strength, well-developed superego, high frustration
tolerance, high resistance to diversions, high sense
of responsibility, goal orientation, ability to find
substitute satisfactions, tension-reducing rationali¬
zations, and so on. These are the inner regulators.
Outer containment represents the structural buffer
in the person's immediate social world which is able
to hold him within bounds. It consists of such items
109William C. Kvaraceus, Juvenile Delinquency and the Schools^
(Yonkers: World Book Company, 1945)
110Walter S. Reckless, "A New Theory of Delinquency and Crime,"
Federal Probation, Vol. 25 (Dec. 1961), pp. 42-46, reprinted in Rose
Giallombardo, ed., op. cit., pp. 223-230.
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as a presentation of a consistent moral front to the
person, institutional reinforcement of his norms,
goals, and expectations, the existence of a reasonable
set of social expectations, effective supervision and
discipline (social controls), provision for reasonable
scope of activity (including limits and responsibilities)
as well as for alternatives and safety valves, opportunity
for acceptance, identity, and belongingness. Such
structural ingredients help the family and other
supportive groups contain the individual.111
Thus containment theory points to ways of regulating behavior
that stress inner resistance to deviant actions and outer direction
toward socially acceptable goals.
inner resistance.

The key, evidence indicates, is

Reckless cites the results of Reiss' Chicago

delinquency study, which revealed that personal controls more than
social controls affected the success or failure of probation for
delinquents in terms of recidivism.

His own research with slum

children revealed that a favorable self-concept "insulated" certain
youths from the pressure toward delinquent behavior, while others
with a poor concept of self, "including perceptions that one is likely
to get into trouble, his friends are in trouble, his family and home
are unsatisfactory, that he will not finish high school, and so on...",
tended to gravitate toward delinquency, as evidenced in records of
113
their encounters with the law.
The importance of the containment theory, according to Reckless,
is that it is geared to be operationally functional.

It fits a wide

nlIbid., p. 227.
112Ibid., refers to Albert J. Reiss, "Delinquency as the Failure
of PersonaTand Social Controls," American Sociological Review, Vol. lb,
1951, pp. 196-206.
113Ibid., p. 228-229.
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range of delinquent behavior, can be applied to specific individuals,
and is a valid operational theory for both treatment and prevention
of delinquency:
The most knowledgeable probation workers, parole
workers, and institutional staff are already
focusing to some extent on helping the juvenile
or adult offender build up ego strength, develop
new goals, internalize new models of behavior.
They are also working on social ties, anchors*,
supportive relationships, limits, and alternative
opportunities in helping to refashion a new con¬
taining world for the person.

The implication of some elements of this theory for the schools
have already been mentioned in regard to self-concept, teacher expecta¬
tions and the self-fulfilling prophecy in Chapter Three.

For institu¬

tional personnel who work with delinquents it presents a difficult
challenge, one which represents a drastic change in present methods.

The Delinquent as Student
Whether or not a child's response to his own needs and to
the pressures of his environment results in behavior that will be
judged delinquent, his school will of necessity constitute an important
part of that environment.

The compulsory and prolonged contact of all

children with school cannot but affect their development and behavior.
But schooling effects in different ways.

Youths who have been

judged delinquent view schools according to characteristic patterns;
a few of these will be explored here.

114

Ibid., p. 229.
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Most studies aimed at finding educational correlates of delin¬
quency have revealed that almost all delinquents have a history of
failing grades and general school failure.

Studies by the Gluecks,

Kaplan, Chase, Eckenrode, Lan and Witty,115 and many others show
poor achievement for institutionalized delinquents in comparison
to nondelinquent youths.

This takes the form of competence below age-

and grade-level norms; in a large proportion of cases, delinquents'
performance is many years below their school grade.

In the study

by Eckenrode, for example, only seven (or two per cent) of 345 de¬
linquent boys in a Washington, D.C. training school were not retarded
in educational achievement.116
A standard explanation for striking facts such as these has
been based on the use of measures of intelligence.

Thus, many re¬

searchers have concluded, on the basis of IQ test scores, that delin¬
quents as a group are of below-average intelligence.

This conclusion

provides a simple and convenient reason for low school achievement
as well as delinquent behavior.

But several contradictory findings

and other important considerations have tended to cast doubt on this
115Sheldon and Eleanor Glueck, "The Boy in School," in S. Glueck,
ed.. The Problem of Delinquency (Boston: Houghton Mifflin Company, 195^;
Albert J. Kaplan, A Study of the Behavior Problem Pupil in a Secondary
School, Philadelphia: Temple University Press, 1933; Vera A. Chase,
"Educational Achievement of Delinquent Boys," Journal of Juvenile
Research, Vol. 16, July, 1932, pp. 189-192; C. J. Eckenrode, "Their
Achievement is Delinquency," Journal of Educational Research, Vol. 43,
March 1950, pp. 554-558; HowarcTA. Lane and Paul A. Witty, "Educational
Attainment of Delinquent Boys," Journal of Educational Psychology, Vol. 25,
1934, pp. 695-702.
116C. J. Eckenrode, ibid.
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conclusion.
Murphy, Shirley, and Witmer, in their study of official and
hidden delinquents, found that the IQ scores of official delinquents
in their sample did not differ markedly from that of the general
population.117

Kaplan, in a comparative study of high school delin¬

quents and non-delinquents, found slight differences in intelligence
between the two groups.

For delinquents, however, "In no cases are

they so deficient as to warrant the assumption that intelligence is
a factor of primary importance in determining their behavior character118
isties."
On the other hand, he regarded their disproportionate
school retardation as "striking" in view of the fact that it was
unwarranted by their measured intelligence.

These and other studies,

also based on standard IQ tests, tend to contradict the conclusion
that poor school achievement of delinquents is related to intelligence.
An important point in this regard has been made by other re¬
searchers who reject the standard intelligence tests as culturally
biased, and thus misleading as measures of native intelligence.
Eckenrode, in his study, used a non-verbal test for this reason,
and found that the delinquents in his sample had a normal median IQ.

119

The argument against the standard intelligence tests extends beyond
the study of delinquents; it applies also to the alleged intelligence
117Fred J. Murphy, Mary M. Shirley, and Helen L. Witmer, "The
Incidence of Hidden Delinquency," The American Journal of Orthopsychiatry.,
Vol. 16, No. 4, Oct., 1946, pp. 686-696, reprinted in Rose Giallombardo,
op. cit., pp. 55-63.
118Albert J. Kaplan,'The Behavior Problem Pupil," p. 80.
119C. J. Eckenrode, "Their Achievement is Delinquency," p. 555.
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differences between social class groups.

In a study of school children

from different socio-economic backgrounds, it was found that while
there was an average difference of eight IQ points between the highest
and lowest socio-economic groups on ten standard tests, the difference
vanished on a test designed to measure intelligence through responses
to daily life problems.

Findings such as these tend to support

the conclusion that native intelligence does not in fact account for
the failure of delinquents in the school.
If lower intelligence does not account for the poor achievement
of delinquent youths in school, neither does it explain another
characteristic pattern they show, that of dropping out of school.
Of course, many non-delinquent youths also drop out, but the estimated
eighty to ninety-five per cent of delinquents who are also drop-outs
present a dramatic picture of the unfortunate relationship between
the educational system and delinquency.

121

Most of these youths

withdraw from school as soon as their age legally allowed.
few enter high school.

Very

Economic and family factors may account for

some of this percentage, but the key reasons probably lie elsewhere.
One such reason, much more characteristic of delinquent youths than
of non-delinquents, is a plain dislike for school.
Evidence indicates that the substantial majority of delinquents
120Harry M. Shulman, "Intelligence and Delinquency,^. The Journal
of Criminal Law and Criminology, Vol. XLI, April 1951, reprinted in
Clyde B. Vedder, op. cit., p. 132. Shulman cttes the findings of
Allison Davis.
*^Doxey Wilkerson, op. cit., p. 108. See also the studies of
Beymer and Ormsby cited in Gowan and Demos, op. cit., p. 100.
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express a violent dislike for school, while many more express in¬
difference.

Kvaraceus122 found that two-thirds of the delinquents

in one institution stated a strong distaste for school or teachers.
Merrill

and Glueck show similar findings.

In Glueck's study,

the same proportion of non-delinquents expressed strong acceptance
of school, while only ten per cent disliked school.

On the other

hand, only eleven per cent of the delinquents accepted school.124
The repugnance for school is manifested in various ways, most
usually in forms of misbehavior; one of these--truancy—is especially
important because it is a pivotal point at which school behavior
becomes delinquent behavior:
In a group of 634 consecutive prison commitments, 258
were recidivists of whom 194, or 78 percent, had truancy
as the first entry in their crime ledger. Of the 376
first offenders, 231, or 61 per cent, got the same start.
On their own admission, 140, or 67 per cent of the remainder,
had been off-the-record truants. This is a serious indictment
of our schools.125

The Gluecks found that ninety-five per cent of the delinquents
in their study had truanted in their school years, while only eleven
per cent of their non-delinquent counterparts had truanted.

The

122William C. Kvaraceus, Juvenile Delinquency and the Schools, p.149.
12^Maude A. Merrill, Problems of Child Delinquency, (New York:
Houghton Mifflin Company, 1947), p. 105.
124Sheldon & Eleanor Glueck, The Problem of Delinquency, p. 144.
125Arthur C. Johnson, Jr., "Our Schools Make Criminals," The
Journal of Criminal Law and Criminology, Vol. XXXIII, (July-August 1942),
reprinted in Clyde B. Vedder, p, §0.
126Sheldon and Eleanor Glueck , The Problem of Delinquency.
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important point here is that disliking school, and acting upon that
dislike, is enough to justify the courts' committing a youth to an
institution for delinquents.

Most states include truancy as one

of the offenses categorized delinquent; in California, it will be
remembered, truancy is considered one of the "delinquent tendencies,"
a tendency for which several thousand children per year are detained
in institutions.

Yet the New York Crime Commission found that "the

activities of truants, as a rule, were not delinquent activities:
the children flew pigeons, went fishing, rode in the subway and the
•

-

•

"L," went to the movies, went to a park, shot craps, collected junk,
127
went to work...".
Thus, without committing any offense against property or person,
the truant became a delinquent, and, through very real pressures,
may remain one.

The pressures toward delinquency inherent in the

social class, legal, and judicial systems were mentioned earlier.
But the pressures toward delinquency inherent in the present educational
system also need to be dealt with.
If a favorable self-concept is crucial in resisting or "insula¬
ting" a youth against the pressure toward delinquent behavior, as
Reckless maintains, what role does the school play in fostering that
good self-perception?

Lower-class children, from whom the vast majority

of delinquents are drawn, have been perceived negatively by teachers,
administrators, and other school personnel.

Such perceptions were

internalized by the children, which not only lowered their own self¬
perception, but also lowered their actual achievement.
127Frank Tannenbaum, Crime & Community, pp. 73-74.
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When youths in the school are prevented from achieving success,
through the negative expectations of teachers and themselves, the
obvious result is a low status associated with failure to meet the
educational criteria for success.

In seeking to attain the status

denied by the educational structure, they are likely, as Merton,
Cloward and Ohlin, and Cohen maintain, to turn to alternative means,
in many cases illegal ones, which are already available in their
lower-class environment.

In addition, if their aspirations have

been high, the denial of status may lead to a violent reaction against
society because of the resulting frustration.
In a broader framework, the schooling process as a step in
achieving higher social status tends to serve as a frustrating factor
for lower-class and minority youths.

The obvious inequalities of

opportunities from schools is not merely a statistical artifact,
but is a very real perception for these youths.

Short, Rivera,

and Tennyson studied the perceived opportunities of a group of Chicago
youths including those with delinquent and non-delinquent backgrounds,
lower- and middle-class standing, and black and white race.

Some

relevant portions of the interview instrument and the percentage of
affirmative responses should serve to indicate the differences in
perceptions of the various youths.

129

128James F. Short, Jr., Ramon Rivera, and Ray A. Tennyson,
"Perceived Opportunities, Gang Membership and Delinquency," American
Sociological Review, Vol. 30 (Feb., 196$, pp. 56-67, reprinted in Rose
Giallombardo, op.~cit., pp. 271-280.
129Ibid., pp. 276-277.
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Table 11.

Percentage of Boys Answering "True" to Opportunity Structure
Questions, by Race, Class, and Gang Status
Negro

White

Lower- Lower- Middle
class class
class
gang
non-gang

Middle
Lower- Lowerclass
class class
gang
non-gang

Legitimate Educational Opportunities
1. In our area it's
hard for a young guy
to stay in school.
2. Most of the guys
in our area will
graduate from high
school.
3. In our area there
are a lot of guys
who want to go to
college.
4. College is too
expensive for the
guys in our area.

48.5

28.1

7.7

52.2

21.5

0.0

30.6

44.9

96.2

32.2

65.8

100.0

37.4

47.2

84.6

16.7

44.3

98.1

75.7

76.4

53.8

80.0

65.8

7.5

Legitimate Occupational Opportunities
1. It's hard for a
young guy in our area
to get a good paying
honest job.
2. Most of the guys
in the area will
probably get good
paying honest jobs
when they grow up.
3. For guys in this
area honest jobs don' t
pay very well.
4. In this area it's
hard to make much
money without doing
something illegal.

77.2

62.9

46.2

56.7

31.6

9.4

51.9

59.6

61.5

65.6

79.7

92.5

56.3

47.2

26.9

40.0

22.8

3.8

54.9

38.2

23.1

37.8

13.9

0.0
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Other portions of the interview questions and responses point
out that perceptions of illegitimate educational and occupational
opportunities are correspondingly more positive among lower-class,
low-class delinquent, and black youths.

But it is the perception

of legitimate opportunities that most strongly correlates with de1inquency rates.

It is obvious from Table 11 that the differences

in perceptions are markedly related to the status and race and delin¬
quent tendencies of the youths.

In this sense, the delinquent youths

show a more accurate perception of the present social realities for
the lower classes than do their non-delinquent counterparts.
Translating these perceptions back into the school setting, the
delinquent youths have all the more reason to reject the educational
process and turn to alternative means of achieving status and success.
All the children in the above mentioned study, regardless of race,
social standing, and delinquent associations, assign value to many
"middle-class" goals such as working toward good grades, reading
books, and the like, and aspire to educational and occupational
attainments exceeding those held by their parents; but the delinquent
boys of both races also had more positive attitudes toward legally
deviant behavior than did the other boys.*^

And the models for

such behavior, the study revealed, were more available in the neighbor¬
hoods of the delinquent, black, and lower-class boys.
The focal concerns of lower-class culture observed by Miller

130Ibid., p. 281.
131Ibid., p. 274.
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play a part in the classroom setting as well.

If freedom from external

constraint and from superordinate authority, and independence are
lower-class virtues, then the controlling, authoritarian conduct
of the teacher, so common in their schools, will serve as an alienating
force.

When change, activity, and excitement are favored over sameness,

passivity, and deadness, the normal school atmosphere will also
create conflict:
A modern metaphor seems apt: the children who come
to school "turned on" (or ready to be) often find that
attempts are made to turn them off or to turn them
away. Those who fight back seek other outlets and all
too often are categorized as disturbed and delinquent
as a result.'32

The concerns of lower-class youths are real and no less important
than those of any other group of children; a child growing up in a
poverty area needs to understand his particular environment and
live and work within it, just as any child must do in the long pro¬
cess of socialization:
...the infant comes into the world equipped, potentially,
to investigate and find significance in his environment;
to master the physical, cognitive, and social skills that
are tools of group life; and to engage actively in the
utilization and modification of whatever he discovers
and learnsJ33

The school, as an agent of effective socialization, aims to equip
the child with the necessary tools and skills, whatever it under¬
stands them to be.

But here is the point at which schools most often

132Jerome Beker, "Why We Fail," in Paul S. Graubard, ed., ojd. cit..,
p. 153.
133Bluma B. Weiner, "Goals of Teaching," in Paul S. Graubard,
ed., 0£. cit., p. 174.
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fail, for their aims are not necessarily those of the children, nor
do they take into account the individual or group needs of the children.
John Holt discovered this in trying to determine how children fail:
So the valiant and resolute band of travelers I
thought I was leading toward a much-hoped-for destina¬
tion turned out instead to be more like convicts in a
chain gang, forced under threat of punishment to move
along a rough path leading nobody knew where and down
which they could see hardly more than a few steps ahead.
School feels like this to children: it is a place where
they make you go and where they tell you to do things
and where they try to make your life uqoleasant if you
don't do them or don't do them right.
In terms of the child's own needs, when the school isolates
him from his own culture, or from the "operational arenas" in which
he must learn to function, it may be contributing to an "arrest of
.

.

cognitive development."

135

If he is in a new and foreign arena, he

will seek either to become a part of it in whatever way he can,
whether by cooperation or disruption, or to escape it.

But the

pressure to leave is likely to be the stronger:
Therefore, if the teacher, busy in a class of thirty,
cannot respond directly to a child with sufficient inten¬
sity and frequency at least to maintain his sense of
belonging, or if the child comes from a minority group
toward whom the teacher responds with even the most
subtle prejudice, he will have neither a sense of par¬
ticipation nor belonging. He will have no motivation to
remain. He already has little motivation to learn, not
only because he is unprepared to learn in the manner and
at the level the school requires, but also because he is
preoccupied with evoking a response to maintain his sense
of belonging. The content of learning is irrelevant to
134John Holt, How Children Fail (New York: Pitman Publishing
Corporation, 1964), p. 24.
135Edgar H. Auerswald, "Cognitive Development and Psychopathology
in the Urban Environment," in Paul S. Graubard, ed., op. cit., p. 192.
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him under these circumstances.
leave the classroom.

Thus, he may simply

Or he may hang around for a few days, weeks, or
months if sufficient sense of belonging is provided by
his teacher or his peers. He may also remain if he is
in danger of losing his sense of belonging at home by
disobeying parents who want him to be in school. But
he will learn very little. And the forces which tend
to eject him from the school arena will accumulate,
since he is labelled a non-learner or a slow learner
and he poses a problem for the school staff. On the
way out he may acquire other labels by being assigned
to a special class or being given a psychological or
psychiatric diagnosis...(or a date in juvenile court)...
Sooner or later the vectors that keep him in school
will succumb to the vectors that exclude him, and he
will leave with the label of dropout.^6
An additional label that the youth may acquire in the course
of his schooling is that of "juvenile delinquent," as has been shown.
Obviously, the pressures in operation which lead to a youth acquiring
that label come from many sources:

the home, the community, the par¬

ticular nature of any given child, but also from the school.

To

the extent that the school is a source of such pressures, it has
failed the children it means to serve.
Despite the fact that the schools are meant to be the
major agency for promoting progress along legitimate
avenues to adulthood, prevailing conditions in educa¬
tion deter such progress for some youths and make the
delinquent alternative more attractive. Evidence also
suggests that because of its central and strategic place
in the lives of youth, the school has the potential to
at least partly offset or neutralize pressures toward
delinquency set in motion by non-educational forces in
the family and community, but that this potential is
not now being realized.

136Ibid., p. 185-186.
137W. E. Schafer and K. Polk, "Delinquency and the Schools,"
Juvenile Delinquency and Youth Crime (Washington, D.C.: U. S. Government
Printing Office, 1967),p. 228.
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The Delinquent in Detention
Probably any youth judged officially delinquent will spend
some length of time in a detention setting, either while awaiting
transfer to other institutions or agencies or while awaiting court
appearance or other disposition of his case.

At this point, he has

already been set apart from his peers and from other youths in general,
and he comprehends this important separation.

He comes in contact

with new influences and pressures that tend to perpetuate his new
status.

His placement in detention comes at the end of a long chain

of events and pressures which have almost inexorably led him to his
current position.
These events and pressures have confronted him with many cross¬
roads and turning points in the course of his brief life, and this
is another crucially important one for him, one that may determine
significantly the future course of his path through life.

The possible

effects of the detention period should not be underestimated by any
of the persons who must deal with the youth at that juncture:
Probably at no time in life is a boy or girl in greater
need of an intensive period of skilled guidance, con¬
structive activities to replace periods of idleness,
and good physican and psychological care. At no one
time is the court in greater need of more information
about the child with whom it must deal. °
Although the ideological aims of most detention personnel have
been and are increasingly toward rehabilitation of the youths, the
138Sherwood Neuman, "New Goals for Juvenile Detention," Federal
Probation, Vol. 13, (December 1949), pp. 29-33, reprinted in Clyde B.
Vedder, ed., op. cit., p. 220.
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structures of the legal and judicial systems that deal with delinquents
are, as mentioned earlier, bound up in a criminal orientation.

Like¬

wise, detention halls have traditionally been organized as custodial
institutions, prisons, despite the rehabilitative goals universally
avowed, and despite the outward trappings of enlightened individualized
care and treatment.
This situation is maintained in the face of widespread criticism
and condemnation of juvenile institutions by most investigators of
detention practices.

The conclusion of Barnes and Teeters in 1945,

based on an extensive nationwide survey, that the average correctional
school is only a modified prison offering a deadening routine rather
than rehabilitative treatment, needs little revision today, according
to more recent evidence.

139

Furthermore, even those institutions that have attempted to
change their image have very often succeeded only in placing their
own personnel at cross-purposes.

Effort toward change

...has led to the introduction of a variety of educational
and clinical specialists, but attempts to integrate their
work with that of traditional custodial and custodial
personnel frequently have been abortive. The resulting
conflicts parallel those that have been described in
school settings, with the child often the victim. u
If the child is to learn a new set of goals, attitudes, values,
and modes of behavior which will allow him to better succeed outside
the institution, this implies a degree of internal conflict for him,
^^Harry Elmer Barnes and Negley K. Teeters, New Horizons in
Criminology (New York; Prentice-Hall, 1945), pp. 915-921.
140Jerome Beker, "Why We Fail," in Paul S. Graubard, ed.,
op. cit., p. 160.
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which may have external manifestations as well.

Such manifestations

evoke conflicting reactions on the part of institutional personnel:
Custodial personnel and many administrators tend to be
concerned primarily with order and the status quo,
while workers concerned with rehabilitation are, by
definition, seekers of change. We know that even
normal psychosocial growth involves a degree of upset
and turmoil, and it seems likely, if not inevitable,
that troubled youngsters will have difficulty in an
environment containing conflicting pressures toward
order and toward growth. In addition, custodial per¬
sonnel may be little concerned with what their wards
are doing as long as none are causing "trouble."
Therefore, rehabilitative opportunities are often
lost by default.1^
The concern for order leads invariably to an emphasis on control
and dependence on authority quite similar to that encountered in
schools on the outside, schools which have already proven their
inability to deal with these same youths.

If the cultural concerns

for independence and freedom from constraint are denied by the
educational system, they most certainly are denied in the penal
system:
...institutionalization often leads to a process of
mortification or dehumanization with concomitant
aggravated feelings of dependence--which probably
contributed to the problem in the first place.
Moreover, while the institution seeks to induce change in the
children, it offers no positive models of behavior.

Instead, its

structure is analogous to the tracking system of the schools, in
that all the children with problems are thrown together, and their
141

Ibid.

142 Ibid., p. 161.
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subsequent struggle to succeed becomes a variation of the "blind
leading the blind."
Nor can they look to the staff for constructive models, although
their crucial function as temporary parent-surrogates ideally could
provide a key component of the change mechanism:
Because of the peculiarities inherent in such settings,
many staff members have failed in more conventional
work situations and have retreated, often in late
middle age, to institutional positions. Particularly
in the "live-in" positions, the salaries are low,
the hours are long, the work is hard, and the shortage
is great, so almost anyone can get such a job. Since
there is little chance for upward mobility--most child
care staff members lack the acceptable "professional"
credentials--the strongest people leave while the
weakest often stay until retirement. Usually untrained
and often uncommitted, the weaker individuals predominate
in the key parent-surrogate roles. Themselves dependent
and often having failed in the outside world, most are
hardly equipped to provide effective behavior and
achievement models for the youngsters.143
The general environment of the detention institution tends
to incorporate some of the worst elements of the educational and
social system outside, and even add to them, rather than offer a
new positive and constructive environment that is conducive to
growth and change.
The detention school, when there is one, is of course an impor¬
tant part of that environment.

It can, ideally, provide an initial

reason for the delinquent youngsters to alter their perceptions
about the educational system outside, or it can serve to confirm
those perceptions and supply additional negative ones.

143Ibid.

It can help
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them understand their own behavior and the behavior of the society
which has placed them in detention, or it can justify their rejection
of that society.

It can offer a successful learning experience, per¬

haps the first one they have encountered, or it can doom them to
failure, as do the schools on the outside.

In short, it can be an

effective agent of socialization, as it is meant to be, or it can
be an effective agent of alienation.
In practice, many detention institutions fail to offer any
schooling, reasoning that the child is there for too short a time
to gain benefits from attending school.

In others, "there is only

a pretence of school, the children being occupied for several hours
on something nominally designated as education." 144

Perhaps most

significantly, even in those institutions where a school exists, the
teachers, principals and superintendents set very limited goals for
themselves and for the school as a whole.

Thus, in a survey of edu¬

cators within California juvenile hall schools, the foremost aim
was revealed to be that of giving structure to the child's day and
balance to the activities program.145

Amazingly, the principals,

teachers, and superintendents included in the survey were selected
by the investigator because of their experience, their familiarity
with current developments and knowledge of the literature in the
field of juvenile delinquency, and their "non-defeatist" approach
144Florence M. Warner, Juvenile Detention in the United States
(Chicago: University of Chicago Press, 1933), p. 56. ”
145John J. Kelley, The Educational Programs of Juvenile Hall
Schools in California, unpublished dissertation, University of California,
Los Angeles, 1952, pp. 44-47.
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to the detention school problem.146
Without even speculating about the aims of those with defeatist
approaches, it becomes clear that these detention educators place
little faith in the dynamic possibilities of the school as a con¬
structive change agent in the detention setting.

If teacher

expectations and the self-fulfilling prophecy are taken into account,
the most that can be hoped for in such a situation is little more
than mere structure.
In California, a source of the problems of detention education
lies in the legal basis of the juvenile hall schools.

Their estab¬

lishment was not provided for by the Legislature until twelve years
after it had legally provided for the establishment of the detention
facilities for juveniles in 1915.

Even at that time, the school

was not a mandatory part of the juvenile hall.

147

Not until 1947

were these schools permitted to be maintained by the county super¬
intendent of schools rather than as a regular part of the city school
system.148
Furthermore, the law provides that "Such schools shall be con¬
ducted in the same manner and under the same conditions, as nearly as
possible, as are other elementary and secondary schools of the school
districts..."»149

In other words, by state law, juvenile hall schools

*48Ibid., p. 45.
^California Statutes, 1927, Chapter 69, p. 123.
148We1fare and Institutions Code, (State of California, Sacramento,
State Printing Division, Section 667.1,) p. 45.
149Ibid., Section 668, p. 46.
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are to be no different, insofar as it is possible, from other schools,
although they serve children with very special characteristics.

As

a result, although they are involved in special education, the teachers
are not required to undergo special training or to show special
competence in dealing with delinquent youth.

The schools in general,

also, need not provide a program specially adapted to the particular
requirements of these youths.
If urban schools can be said to have abdicated their responsi¬
bility toward poor and minority students, as was suggested earlier,
then these detention schools, confronted with an even more critical
responsibility, are perhaps even more at fault for their failure
to deal with the problem of juvenile delinquency.

If means were

found to make the detention school a place where positive attitudes
and behavior could be instilled in those labelled delinquent, as
well as some necessary skills, then it could serve as a constructive
and dynamic laboratory for positive change throughout the educational
system, instead of the half-hearted afterthought it currently is.

CHAPTER FOUR
THE TEACHER CORPS PROGRAM FOR EDUCATIONAL CHANGE
IN CORRECTIONAL INSTITUTIONS

Teacher Corps-Urban--Objectives

In recognition of the general failure of urban schools in
America, the Office of Education of the Department of Health, Educa¬
tion, and Welfare included the Teacher Corps under the provisions
of the Education Professions Development Act.

The University of

Southern California in Los Angeles has participated in the training
of teachers for the Teacher Corps since 1966 in a two-year workstudy program that terminates with elementary and secondary teaching
credentials as well as a master of science degree for the participants.
Its main focus has been on troubled youth both in schools within
high-delinquency areas and in schools of correctional institutions,
in an effort to break the cycle of delinquency, through responsive
teaching in effective learning environments.
By focusing on education for delinquent and otherwise alienated
youths, a first step is already made toward solving the problems,
because inherent in it is the recognition that special techniques
of instruction and special qualities in the teacher are necessary
for dealing effectively with delinquent students.
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The stated objectives of the program are:
1.

Development of a teacher training program designed to

instill in potential teachers an awareness of and sensitivity to the
problems of delinquent youth.
2.

Changing the schools' tendency to reject the delinquent

to one in which it accepts and attempts to help him.
3.

Development of teaching techniques which will be useful

in keeping the potential delinquent in school and out of the institu¬
tion.
4.

Development of a training place for those with special

interest in teaching at a correctional institution.
5.

Incorporation in the training of knowledge concerning the

inter- and intra-institutional relationships within the detention
system.
6.

Development and implementation of curricular innovations.

7.

Involvement in the urban community and service as liaison

between the institution and the community.
8.

Promoting contact with institutional personnel from all

departments of the detention system.

Competent teachers
The key to the Teacher Corps program at USC is training based
on and aimed at teacher competence, not only in the sense of mastery
of course content, but also in the important sense of being equipped
to meet the specific requirements of a particular group of students.
That is, if delinquent children are taught by the Special Education
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branch of the school system, then not only they but also their teachers
should receive special education.
Critics of teacher education such as Silberman and Conant
as well as a host of others have emphasized the deficiencies in
current educational programs for teachers in the colleges.

Those

teachers who are placed in minority and lower class schools are
particularly unprepared for the problems they will face when they
leave college.

Most critics, however, single out the unrealistic

curriculum courses in the schools of education, and the lack of classes
that deal realistically with behavior problems and the social and
psychological background of lower-class students.
While these criticisms are valid, they generally fail to deal
with other problems equally as important.

Specifically, they normally

omit references to the scarcity of courses that help the potential
teacher understand himself and his own particular effect on his
students-to-be.

Educational psychology courses deal exclusively

with pupil psychology, at the expense of teacher psychology.

Rarely

does the new teacher learn that those traits which he is told to
notice and combat in his pupils may very well exist as real problems
in his own personality.

As Fantini and Weinstein point out:

"Certainly

those individuals who are accustomed to hiding their emotional inade¬
quacies even from themselves can hardly be expected to understand
150
the personal relevance..." of certain pupil problems.
The competency-based teacher training program at USC seeks to

150Fantini and Weinstein, Making Urban Schools Work, p. 200.
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remedy the deficiencies in teacher education by structuring Its
objectives into every step of the program, from recruitment and
selection of teachers to final certification.

In recruiting teachers,

the program consults with community representatives to determine
the type of teacher needed for the particular community, in addition
to setting academic standards.

After an initial analysis of the

applicant's qualifications, a questionnaire is completed which
elicits information concerning the applicant's personal interests
and sensitivities, professional aptitudes, past experience, and
general responses concerning education, the needs of children, and
awareness of Issues and concerns related to the culturally and eco¬
nomically disadvantaged.
This discussion is followed by a third phase in which applicants
meet with a group of troubled youths to discuss educational problems
and issues.

This enables the applicant to evaluate his own ability to deal

with delinquent and potentially delinquent youth.
During a fourth phase of the selection process, the applicant
• •

•

t

*

.

meets with a panel of interviewers including program staff, community
representative, and former Corpsmen.

The panel, after reviewing

pertinent responses contained in the earlier questionnaire, discusses
with the applicant his point of view, level of awareness, ability
and experience in relating to various racial and ethnic groups, his
ability to tolerate frustration, and to deal with conflict situations.
Each panel member then rates the applicant on his perception of the
program, his potential for adjusting to the demands of the particular
school in which he will work, his flexibility, and his understanding
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and ability to work with the problems of minority, pre-delinquent,
and delinquent youngsters.
Once an applicant is selected, he is offered assistance in
those areas which might hinder the development of effective inter¬
personal relationships with students in the correctional institutions
and with program members.

The Counseling Center offers its services,

while a program for developing communication skills helps him meet
the rigorous demands of his job setting.

Moreover, a Team Leader,

who has undergone intensive training in these areas, provides pre¬
service and in-service guidance.

The counseling program is based

on the experience of teachers of delinquent youths, and is cognizant
of the possible shock effect created by intense direct contact with
juvenile offenders and lower-class cultural differences.

It encourages

the trainee to examine himself and his own values in order to fully
realize his separate identity.
The team leader and counselors work with the trainee in bridging
the gap between the reality and theory of education for delinquent
youths.

Seminars are attended that deal with interpersonal relations,

group dynamics, and the dynamics of behavior.

Communication skill

workshops include program members as well as community resource people,
psychologists, probation officers, and other significant persons,
to allow a variety of inputs from those with whom the teacher must
deal on the job.

Intensive language training in Spanish and street

jargon supplements the communications phase.

In addition, corps

members take coursework in the field of counseling, in recognition
of the fact that in classes for delinquent youth the teacher role is
in large part that of counselor, both because there is a lack of
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trained counselors and because the problems faced require that perspectlve and those skills.
The basis for this great stress upon effective interpersonal
relationships, self-awareness, and communication skills lies in
the belief that the teacher, the man on the line, i_s^ the program,
for all practical purposes.

Regardless of the amount of theoretical

knowledge acquired in his training from an enlightened college, he
is ineffective as a teacher of delinquent youth unless he can trans¬
late theoretical knowledge into practical applications on the job.
Thus, during the pre-service training, the basic developmental
goals for any trainee include:
1.

A basic and wholesome insight into the problems of delin¬

quency that will develop his dedication and approach to any situation
so that it reflects an attitude of empathy, hope, and determination.
2.

Basic competence in selected teaching skills applicable

to classroom situations in both public and correctional schools that
will enable him to discharge his specific responsibilities efficiently.
3.

An understanding of the psychological and sociological

dynamics of blacks, "poor whites," Mexican-Americans, and juvenile
offenders.
4.

An understanding of the significance of social stratifi¬

cation, social mobility, acceptance of and resistance to social
striving, and the dynamics of a disadvantaged segment of society.
5.

An initial understanding of the ways of coordinating the

knowledge and skills of the behavioral sciences generally with those
of teaching specifically as applicable to the problems of delinquent
youth.
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6.

A clear understanding of the dynamics of authority in

disadvantaged and delinquent youth, differentiating between the
functions of the peer group and those who possess and impose authority
on them.
7.

An initial understanding of how children learn, how environ¬

ment and status affect learning, especially for delinquents, and how
motivation may be developed.^
During service in the school, the new teacher is assessed and
evaluated periodically by the team leader and other staff, in seven
major areas of emphasis, in order to determine his progress toward
these developmental goals.

The assessment is made in behavioral terms,

and includes:
Attitudes of teacher
Awareness of individual needs and differences of delinquent
and disadvantaged youth
Planning
Actual instruction
Classroom environment
Parent relations and community involvement
Ability to use the team concept
Ability to relate with adjunct personnel
The evaluation is made in weekly meetings of team leaders and
152
University staff, and in monthly progress reports.
^Personal experience as a Team Leader Teacher Corps (Urban)
during pre-service training class, summer 1970.
152Personal experience as a Team Leader (on site training °f
1970.
Teacher Corps interns) Los Angeles County Central Juvenile Hall, fall,
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Once the pre-service orientation and training program are com¬
pleted, the trainees begin classes in the USC School of Education
which are specially adapted for the needs of teachers of delinquent
youths.

At the same time, visits are made to the facilities in which

the trainees are to be placed, so that they may become familiar
with the problems and procedures and unique organization of the
individual institution.

In addition, they develop ideas as to which

institution can best serve to utilize their own talents and to provide
a setting that will stimulate their personal growth.
When the academic year begins, the trainees attend university
classes two full days a week, and spend the other three days developing
and implementing a learning center program in the facility for which
they have indicated a preference.
The trainees are interned into the institutional setting in
teams of three or four headed by a Team Leader who also is an active
teaching member of the team.

During the course of the year and a

half they are in the institution, they gradually incorporate new
elements of their own evolving course material into the classroom
and build upon the groundwork they have laid down by increasing
their own understanding of the dynamics of teaching and by improving
their ability to perceive the particular needs of their students.
The goal of this combined work-study program is to produce teachers
who will be effective, and who in fact have demonstrated their effective¬
ness, in dealing with delinquent youths from the moment they receive
their teaching credential at the end of the two-year program.
The practical meaning of this goal in the classroom is that
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the students will have a teacher who does not negate their hidden
curriculum, but understands it and uses it as a basis for teaching
necessary skills and behavior.

The teacher is there because he wants

to be, not because he has been forced there by lack of seniority or
of proper credentials.

He knows how to help disadvantaged children

learn and he believes and expects that they will learn.

Consequently

the children do have a better chance of learning basic skills they
have not mastered in their community schools.

He has an understanding

and awareness of his own problems and strengths and thus is more likely
than the normal teacher to be aware of and in tune with the problems
and strengths of his students.

He has a positive perception of

them and thus fosters a positive self-concept in them.
Because recruitment and selection procedures are based on
the ethnic and racial composition of the institutions that will be
served, there are a large percentage of black and Mexican-American
interns; thus the students have as role-model and parent-surrogate
someone who is likely to be of their own background; they can more
easily develop a real relationship with the teacher and have available
visible proof that the society they have rejected and that has re¬
jected them can and does allow success and status to those of their
background.

This may serve as a contrast to the models they are

most familiar with in their own environment.

Team Leader
The team leader role in the Teacher Corps program is unique
in teacher education and the regular as well as Special school system.

no
It combines the functions of teacher and administrator in one indi¬
vidual.

The team leader functions as the guiding member of the team,

but also as a co-teacher; he leads seminars that involve both the
faculty and the instructional staff.

He supervises the teaching

team and demonstrates teaching methods.

In addition, he is trained

as an innovator, disseminator, and diffuser of change strategies in
the institutions.
1.

He must have the following competencies:

Be a visible, viable model for humaneness in teaching¬

learning situations.
2.

Be a facilitator of effective team building and performance.

3.

Be an advocate, promoter, and diffuser of change.

4.

Be a disseminator, interpreter, and cooperative researcher

of the concepts of delinquency causation as they relate to educa¬
tional planning for the delinquent youth.
5.

Be a coordinator and integrator of school-community resources

and personnel in the building of adjunct support teams.

In terms of performance in a variety of capacities, the team
leader:
1.

Serves as guide, coach and tutor for interns.

2.

Serves as model demonstrator of various methods for recog¬

nizing and working successfully with "problem" learners.
3.

Demonstrates his ability as a learner by listening, accepting

and constructively criticizing ideas and attitudes of interns.
4.

Acts as a member of the team without relinquishing leader¬

ship responsibility.

Ill
5.

Serves as liaison between his team, the university, and

the community.
6.

Promotes acceptance of his team's program and objectives

with the university, the institution, and the community.
7.

Examines and inventories assets, resources and aspirations

of interns, using this knowledge for guiding the team's planning
activities.
8.

Works with interns and regular teaching staff in contracting

and managing learning centers.
9.

Guides the team in developing relevant materials, media,

methods, and techniques in planning remedial and other education
for delinquent youths.
10.

Provides for diffusion of the learning center concept in

the local school.
11.

Assumes leadership in sharing with regular staff, admini¬

strators and parents, new and innovative approaches to effective
education of delinquent youth, as developed in the learning centers.
12.

Guides team learning of the processes of group interaction,

problem-solving, and decision-making.
13.

Serves as liaison in cooperative research among in-school

staff related to the education of delinquent youth.
14.

Is instrumental in planning and implementing in-service

workshops, seminars and courses for the retraining of regular insti¬
tutional staff in the learning centers.
15. Serves as initiator and guide in developing community adjunct
teams that work with the institution and Teacher Corps in improving
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education for delinquent youth.153

In summary, the team leader's role is multifaceted and requires
qualities of flexibility, receptivity to change and sensitivity
to human variation.

Thus, in addition to the ability to analyze,

comprehend, and interpret the theoretical dynamics of delinquency
causation, he must have skills that enable him to function effectively
in a wide range of relationships--with interns, regular teachers,
staff and administrative personnel of the institution, university
agents, and community persons.

Furthermore, he must be competent

in administrative and organizational tasks related to integrating
innovative programs into traditional institutional settings.
The team leader, if he can meet these qualifications, can be
a potent agent for institution-wide change, embodying the character¬
istics that Fantini and Weinstein single out as those of an effective
change agent:
Equipped with initial backing from a power source; a
vehicle for implementing his "experimental" changes;
means of expanding and reinforcing his financial re¬
sources and areas of change; and the human resources
with which he can strengthen and enlarge his efforts;
the change agent is now ready to begin his actual
operations.154
By careful recruitment and selection procedures, as well as
intensive training, assessment, and remediation when necessary, the
153Personal experience as a team leader. Teacher Corps (Urban)
during pre-service training class, summer 1970.
154 Fantini and Weinstein, Making Urban Schools Work, p. 259.
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team leader is prepared for his role.

Within the institution, he

acquires operational and practical skills that help him realize his
role.

Thus, at the completion of the program, he has acquired the

competencies to act in a complementary capacity to the internsbecome-teachers.

Whereas they have been prepared for effective on-

the-line change in the education of delinquents, he is prepared to
effect institution-wide change facilitation.
The Teacher Corps team, upon completion of the program, can
then serve as a dynamic unit promoting and actively working toward
important and necessary changes in the education of delinquent youth.
At the same time, the team can serve as a model for constructive
change in the educational system as a whole.

The role of the University
The Teacher Corps program seeks to bridge the gap between the
university and the public educational system, a gap which has con¬
stituted an important loss of constructive energy for change in
America.

As Fantini and Weinstein point out:

Although the college or university is as much
concerned with teaching and learning as is the public
school--and it prepares the teachers, counselors, and
administrators for the public educational system--two
different cultures have emerged, with considerable
distance between them. The latest theories and
practices in education, as well as in other academic
fields, are likely to be found at the college level,
but too often these innovations remain at this level
and do not filter down through the rest of the educa¬
tional establishment... Meanwhile, the problems
caused and/or experienced in real public schools go un^
attended by those who are most equipped to understand them.
155

Ibid., p. 254
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The Teacher Corps program acts toward merging the function of
the university with that of the larger educational system.

It not

only places teacher-trainees in positions where they will both acquire
practical experience and provide help to the institutions by imple¬
menting methodological innovations, but it also provides for the
in-service training of the existing professional staff within the
institution.

In normal practice-teaching situations, the potential

teacher is supervised by the regular teacher and tends to adopt that
teacher's technique, having little opportunity to introduce funda¬
mental methodological innovation.
In the learning center, on the other hand, an entire program
incorporating attitudinal and methodological improvements is trans¬
ferred into the regular classroom with the cooperation of the teacher.
He thus has an opportunity to observe and acquire new techniques
without leaving the school setting.

Furthermore, he is encouraged

to participate in the training program in order to develop a deeper
understanding of the objectives and theoretical background of the
Teacher Corps program.

When possible, he can take courses at the

university, tuition free, to enhance his understanding of the con¬
cepts and techniques used in the program.

Community Based Education
A related focus of the Teacher Corps program is that of evoking
interdisciplinary cooperation and coordination in the solution of
educational problems related to delinquent youth.

To that end, the

program draws from the fields of Special Education, sociology, psychology.
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secondary education, among others, in acknowledgement of the multi¬
tude of forces which relate to the problem of juvenile delinquency.
All these fields contribute to the coursework of the interns and team
leaders in their university classes, to promote a thorough under¬
standing of the breadth of the problem and its possible solutions.
This coordination at the university level is continued within
the institution, where the interns and team leader endeavor to draw
the entire institutional community into a cohesive unit.

The tra¬

ditional incoordination of the probation, counseling, school, and
administrative departments of the institution is seen as a selfdefeating process in a setting which aims at correction and rehabili¬
tation.

By serving as a focal area of activity, the learning center

provides a potential opportunity for these departments to concentrate
their efforts cooperatively toward intervening in the delinquency
cycle.

The interns and team leader, as an integral part of their

general duties, attempt to foster this cooperation and union of the
various departments within the institution, in support of the concept
of education as a major rehabilitative process.
Because the correctional institution is a kind of self-contained
community in its own right, which by definition prohibits the movement
of its inhabitants outside its boundaries and excludes outsiders as
well, this attempt at coordination represents an effort to expand
the educational base as far as practical. Obviously, it is not what
is normally meant by community-based education, but it is a step in
that general direction.

Further expansion of the base could involve

the school that receives the delinquent after his release, community-
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based organizations and agencies involving parents and other volunteers,
as well as Corps team members, in tutorial and reading programs, and
transitional school programs.

The learning center

Any educational program designed for a juvenile detention
facility that holds youths for short and often interrupted periods
of time must accommodate itself to the nature of the institution.
The learning center concept as implemented by the Teacher Corps
teams seeks to meet this problem by offering open learning environ¬
ments which allow the student to begin from his own level, create
learning situations that grow from his own experiences, and set his
own pace.

The learning center concept is aimed at producing success¬

ful learning experiences for each student which enable him to break
the cycle of failure so characteristic of the normal school situation.
In addition, the learning center offers remedial programs in
key portions of the curriculum which enable the student to return
to his community school without further handicaps.

Immediate indi¬

vidual attention is given to each student's social and academic needs,
and emphasis is placed on dealing with each student as an individual.
Activities which contribute to improved socialization, such
as small group interaction and planning, begin immediately, as do
activities leading toward increased self-direction and decision-making
ability.

These activities are a fundamental part of the teacher-student

relationship built into the learning center concept.
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The learning center's role as a dynamic change agent in the
institutional school and as a training arena for potential teachers
can best be understood by examining its actual operation in the
school.

The pilot project which instituted a learning center in a

Los Angeles juvenile detention facility developed a model program
which coped with the crucial limitations imposed by the juvenile
hall setting.

CHAPTER FIVE
THE CENTRAL JUVENILE HALL LEARNING CENTER

Central Juvenile Hall

The Teacher Corps team began operations in Central Juvenile
Hall in September 1970 after a summer pre-service program at the
ICC

University of Southern California.

The hall is a holding facility

where juveniles are first detained after encounters with law enforce¬
ment agencies; they are held while awaiting court appearance, place¬
ment into foster homes, schools for boys or girls, or other California
Youth Authority facilities such as camps or ranches located throughout
the County of Los Angeles.
Since Central Juvenile Hall is the main facility of the
County and is centrally located in the city of Los Angeles, a large
number of youths, more than twenty thousand each year, pass through
its doors in both directions.

At any one time, the staff is responsibl

for seven hundred to nine hundred youths aged seven to eighteen,
who may stay for as few as three days to as many as nine months,
although normally their stay does not exceed nine weeks.

In 1971,

156Personal experience as a Team Leader, Teacher Corps (Urban)
during and after pre-service training class, summer/fall, 1970.
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the most frequent reason for admission to the facility was "runaway,"
followed by "incorrigibility," and drug violations.

The largest

proportion of the hall population is black and Mexican-American.
While the youth awaits disposition of his case, he is required
to attend the hall school, which is in operation from 9:00 a.m.
to 11:30 a.m. and from 1:00 p.m. to 3:00 p.m. each day.

The class¬

room normally contains twenty students who share a living unit in the
facility, which means that any such group will contain various age
levels, school grade levels, and ability levels.

Most of the youths

are products of inner city schools, and thus are below their grade
level in achievement; moreover, they are generally "turned off" to
the schooling process.

They place low priority on the school, as

does the hall staff, which allows the students to be withdrawn from
classes for a variety of reasons.

Within the school, youths are

normally given no choice of classes or of subject matter.

Orientation and Observation
The first step of the Teacher Corps was to meet with the school
principal and with the facility superintendent in order to exchange
ideas and goals and to familiarize the staff with as much of the
Teacher Corps concept and program as possible.

Subsequent meetings

involved the school teaching staff and the probation staff, who are
responsible for the health, housing, and safety of the youths.
The team expressed the desire to become completely familiar
with the operation of the juvenile hall, and through the cooperation
of the superintendent and the program services director, attended
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an observation and training program which was a condensed version of
the training program that all new probation officers undertake.

In

the course of this program the team became aware of the concepts,
procedures, and basic functions of each department within the facility,
including the Juvenile Hall Court, Intake and Detention Office, the
Receiving Unit, the Psychiatric Care Services, the Infirmary, the
camp offices, the California Youth Authority referral units, and
intensive care and living units.
The team was given permission to work, observe and participate
in the living units during two full eight-hour shifts.

An additional

eight-hour working shift in the East Los Angeles Field Office of
the probation department allowed the team to become familiar with
the function of the probation officer in the field as he made contact
with his clients, as well as with induction procedures, court, medical,
psychiatric, and release procedures.

This initial orientation period

served to define what constituted the "community" of the study and
to become visible to that community as interested participants.

It

was felt that the future involvement of other departments outside the
school would be facilitated by these initial actions.
Following the general observation of the entire facility, the
team began a more detailed observation program of the school.

Each

class was observed for a period of one week with the consent of the
teacher.

By means of a rotation plan, each intern was able to observe

all the disciplines taught in the school.

After each weekly obser¬

vation session, the interns met to exchange information and evaluate
their own experiences.

In biweekly team meetings, that information
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was analyzed, and utilized in forming plans and objectives for the
learning center.

Learning Center 1 imits—initial phase

Following the primary observation period, the team developed
its plan for the learning center to be initiated in November, 1970.
Some limiting criteria were established for this first phase of the
center including:
1.

Only high school students would have the learning center

available to them.
2.

Only youths in the E, F, and 6 living units would be involved:

That is, those units containing multiple camp violators, California
Youth Authority parole violators, and youths assigned to the youth
authority by the courts.
3.

The center would be in use from 9:00 through 11:30 a.m.,

with the afternoons set aside for evaluation of work.
4.

The center would not be used for students who are disciplinary

problems in the classrooms or living units.
5.

A minimum of two interns, in addition to a licensed teacher,

would be present in the center at all times.
6.

In the initial phase, the learning center would be used

by those students only who are detained for at least two weeks.
7.

On any given day, students would not attend the learning

center who were scheduled for court appearance, visit to the psy¬
chiatrist, doctor, etc.
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8.

All rules of the school would be observed in the learning

center.
9.

Grades would be determined by the interns, based upon the

degree of participation in the program by the students.*57
In the morning session of a student's first day in the learning
center, a form of the Wide Range Achievement Test (W.R.A.T.) was
administered to determine his achievement level in reading and
math.

During the afternoon, the interns evaluated the test and set

a Basic Skills level at which the student was to work for the first
two-week period.
Interviews were held in which individual students discussed
their specific areas of interest with the interns.

On the basis

of this interview, individualized Enrichment programs were determined
and developed for the students; they focused on such diverse subjects
as Ethnic Studies, Consumer Education, Current Affairs, Fine Arts,
Sociology as well as any other fields in which the student expressed
an interest.

All the subject areas were designed to incorporate

knowledge that would make the student more aware of his environment.
Within the program, each intern selected a subject area of special
Interest to him.

He then acted as Resource Agent for that subject

area and worked to facilitate the students' learning according to
their abilities.
The classroom was located in an outbuilding of the facility
somewhat isolated from the other departments.

For scheduled classes.

157Personal experience as a team leader (on site training of
Teacher Corps interns) Los Angeles County Central Juvenile Hall, fall, 19/u
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the room was divided into five learning center areas, including
math, language arts, science, social studies, and counseling/special
problems to coincide with the state-specified curriculum.

After

a brief warm-up session of informal discussion or games for which
the students were seated in a semicircle, the teachers gave a short
statement as to what was available in each of the areas.

The students

were then able to select the area in which they required the most
improvement or in which they were most interested and moved to it.
The last five minutes of each period were devoted to a wrap-up and
feedback session for which the students returned to their initial
seating positions.

Curriculum components

The emphasis in the learning center focused on short-term
capsules or modules which allowed the students to successfully complete
various projects.

This contrasted to the normal school orientation

which did not give priority to project-completion.

The rationale

of the team in this emphasis was that it allowed students to feel
that they could make progress and learn effectively, despite their
previous failures.
1.

Language arts:

This area focused on improving reading

comprehension and facility.

Materials were provided that had some

relevance to the lives of the students; these included ethnic-oriented
literature, magazine articles, poetry and newspaper articles.

For

poor readers, the Edward 0. Vail Phonics Program was used to develop
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reading skills.

In all cases, material provided was designed to develop

self-awareness and awareness of the world around them in the students.
2. Social Studies:

The broad areas of government, ethnic studies

geography, political science, and history were covered, but because
the students showed more interest in local contemporary matters than
in historical ones, current topics of interest were explored first,
then developed through the historical and world view perspectives.
Ethnic studies were a prime interest area for the students, as were
elements that related to their own experiences:

the social studies

center offered discussion sessions with judges and probation officers
dealing with the pros and cons of participation in street gangs.
Again, the materials for this area were developed from paperback
books, newspaper and magazine articles, as well as slide tape pre¬
sentations, maps, globes, and materials created by the students,
such as stories, poems, pictures.
in the outline of the classes.

Student ideas were incorporated

As in the language arts section,

each class period offered a lesson which could be completed in an
hour.
3.

Mathematics:

The curriculum of this section was based

primarily on individual student needs, and ranged from basic addition
and subtraction skills to algebra and geometry.

A correspondingly

wide range of materials was offered, including math games, programmed
math, individualized modules, as well as a wide selection of textbooks
4.

Science:

The science center curriculum included daily

"mini-lessons" in the life and physical sciences.

Methods were

devised whereby students were able to learn by doing and questioning.
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Animal dissection demonstrations were used to conclude a series of
physiological and biological lessons and to provide a lesson In
comparative anatomy.

The topics chosen for presentation, as well

as the experiments performed, were selected on the basis of their
interest and relevance to the students, in an effort to relate the
sciences to their daily lives.
5.

Enrichment program:

To enrich all areas of the curriculum,

Fridays were set aside for group activities, in which the students
were exposed to ideas in the fields of music, art, films, and other
areas related to their ethnic backgrounds.
Coordination of the entire detention community was achieved
in making possible certain extra-curricular events such as programs
presented by the Mark Taper Forum Improvisational Theatre, the Ballet
Folklorico of a nearby high school, and allowing student involvement
in an Inner City Cultural Center Talent Nite.

Thus, a taste of life

outside the juvenile hall was brought in, and the detention community
acted in a joint cooperative effort, instigated by the team, to offer
students a positive experience even in the detention setting.
Throughout the classroom activities, a conscious effort was
made to operationalize the affective and attitudinal goals of the
Teacher Corps training program.

Thus, in evaluating and exchanging class¬

room experiences, interns concentrated on determining the degree to
which they showed self-awareness, confidence in themselves and in
their students, sensitivity to the feelings and needs of the students,
acceptance of the students, consistency and fairness in dealing with
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students, and positive aspirations and expectations for achievement
and change for the students.

At the end of each forty-five minute class period each student
along with the instructor was responsible for grading his work.
Only extreme behaviors such as fighting in class could cause a student
to receive a grade lower than "C".

The emphasis on self-evaluation

was part of the broad endeavor to encourage students to take responsi¬
bility for their own learning, and for their own behavior in general.
It served as one way to fight the pressures toward dependency inherent
in the institutional setting.

Learning center--second phase
As a result of constant evaluation of the program by the team,
based on inputs from students, staff team leader, and interns, and
increasing experience on the part of the team members, as well as
broader knowledge achieved in continuing university coursework,
changes were constantly being incorporated into the program.

By

April, 1971, the program had evolved and expanded into new areas
158
involving greater participation of the detention community.
Item:

Friday enrichment programs were expanded to include girl

students from the learning center active in the girls' facility.
The learning center thus could approximate more closely the situation
of schools on the outside, and allow the students somewhat more
^Personal experience as a team leader (on site training of
Teacher Corps interns) Los Angeles County Central Juvenile Hall, April, iy/i
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freedom.
Item:

This coed class was unprecedented In the detention facility.

A Multi Ethnic Center was developed through the areas of art,

reading, and film.

This center deals mainly with the major ethnic

minorities in the United States, and offers the students a greater
sense of self-awareness and identity.
Item:

Team Involvement in the drug-abuse education program (Operation

Short Stop) at Central Juvenile Hall through readings and through
direct counseling of students concerning drug abuse.

Evening dis¬

cussion sessions with parents in the community about the program
were begun and community people were trained to spread the program
throughout the community.
Item:

Increased use of the media to facilitate learning.

With

the help of the team, students produced a film about life in the
juvenile hall from the child's perspective.
Item:

The Teacher Corps team began to take charge of picking up

students from the living units and bring them to the learning center.
They were able to proceed in a more relaxed, informal manner as a
result.
Item:

Counseling group sessions were established to improve the

students' comnunications skills, both listening and speaking, and
allow them to achieve a better understanding of themselves and their
problems.

The team offered no easy solutions, but did offer willing

and interested participation at every level of discussion.

The

director, students, and interns felt this to be of benefit to all
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concerned.

Item:

In cooperation with the school librarian, a regular “Book

Buzz Meeting" was instituted for those students who wished to par¬
ticipate.

The meetings offered an informal exchange of ideas, infor¬

mation, and attitudes about books read during the course of the
preceding month.

Refreshments were served and an enjoyable atmos¬

phere was created in order to foster positive feelings about reading,
self-expression, other students, the library, and the school.
Item:

Preparations were made for interns to participate in an

intensive language-training course to facilitate their dealings
with Spanish-speaking students, especially in regard to the bilingual
drug program.
Item:

Initial development of a program of English as a Second Language

was begun.
Item:

Monthly critique sessions were established for interns in

order to increase awareness of each other's activities and teaching
methods, and to offer suggestions for improvement.
Item:

A reading program was developed in the Intensive Care Unit

of Central Juvenile Hall.
and behavioral problems.

This unit houses boys with serious emotional
By modifying the reading program of the

learning center, skills were taught to some boys who had been con¬
sidered ineducable by their community schools.

The program was

deemed valuable by the children, the team, and the coordinating
teacher.
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Item:

Tutorial services were offered the children by the interns,

not only in the juvenile hall, but also after release.

Interns

worked with probation officers, parents, and the community school
toward facilitating re-entry into the community.

Following re-enroll¬

ment in the community school, interns set up tutorial programs and
follow up their efforts in communications with the school administra¬
tion, teachers, and deputy probation officers.

An important step toward implementing a community-wide educa¬
tional program in the correctional institution was taken in the
expansion of the learning center reading program.

This expansion

led to the eventual inclusion of all living units in the learning
center.

Based on the common knowledge of teachers and staff that

the vast majority of students at the institution read far below their
grade level, an enlargement of the reading program was suggested
by the Teacher Corps team, using Edward 0. Vail's Formula Phonics
method, tested in the learning center, as the instrument.

The ad¬

vantage of the Vail program is that it can be completely presented
in a two-week period, a crucially important fact in a temporary holding
facility, and provides the student in that time with a good basic
skills approach to reading.
Night classes for probation officers offered by the team intro¬
duced them to the Vail method, and most significantly, allowed them
to come in contact with the teaching style employed in the learning
center.

The staff of the Boys' Family Treatment Living Unit, as

well as that of other units, became acquainted with the method through
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these classes, and left them prepared to further the skills acquired
by students in the learning center.

Thus, when the students attempted

reading outside the classroom, effective help was available to them.
In addition, fifteen tutors from Los Angeles City College who were
acquainted with the method were introduced into the living units
to offer special help to students.
Pre-, mid-, and post-tests were administered to students,
and their scores, along with a certificate of programming completion,
became part of the students' transcript, which was subsequently sent
to their schools upon their release.

Thus, public school counselors

and institutional camp teachers were informed of the students' reading
abilities and could work from that basis.
Item:

Outside the school setting, the Teacher Corps team served

as a resource tool for the children in providing "survival" infor¬
mation sought had to do with practical problems faced by all children
growing into adulthood, but which in some cases posed special problems
for children labelled delinquent.

Such survival knowledge included

information about:
how to pass driver's tests
how to fill out applications
student rights in school
consumer rights
legal tactics and dealings with law enforcement agencies

In summary, the second phase and subsequent phases of the
Teacher Corps program in Central Juvenile Hall aimed at expanding
the base of the educational program and coordinating all departments
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of the detention community into a concerted force for rehabilitation
through education.

In cycle VII of the Teacher Corps-Urban program

at USC, which began in the fall of 1972, a new team was sent to Central,
to begin its in-service training and to build upon the foundation
developed by the first team.

It is hoped that the approach and

methods utilized by Teacher Corps will eventually become the routine
pattern within the institution and the community without additional
support from Teacher Corps teams.

This is in line with the goal

that teachers of delinquents be involved in designing their own
obsolescence.

Faculty and Student Questionnaires
In order to measure the degree to which the concepts and prac¬
tices of the learning center had spread throughout the school, the
team distributed a questionnaire to faculty members after the center
had been in operation six months.

Although only slightly more than

half of the questionnaires were returned, the team was provided with
a means for judging what areas required further work on its part
and for determining how effective its methods were as seen by the
regular staff.
in Table 12.

The questions and response percentages are reproduced
The overall response of the faculty was seen as positive,

especially the percentage of respondents who indicated their adoption
of elements in the learning center plan and of those who indicated
their intent to incorporate other elements of the learning center.
To measure the impact of the learning center on the boys in¬
volved, a questionnaire was designed and distributed to all the boys
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entering the center during one morning's session, who had attended
the center on at least one previous occasion.
were returned.

All the questionnaires

The questions included focused on some of the major

goals and concerns of the team, including positive teacher attitude
(#5), self-direction of students (#2), relevant subject matter (#4),
good inter-personal relationships between student and teacher (#6),
improved motivation (#9, 7), and general feeling about the center (#10).
The questions and the response percentages and numbers are reproduced
in Table 13.
The consistently high percentage of positive responses lent
support to the orientation of Teacher Corps and the team, and also
provided indications of areas that required further work, such as
having available more relevant materials, and improving motivation
and teacher attitude.

Some specific comments of the students questioned

provided encouragement and support of the methods of the Teacher Corps
team.

In response to question 1, "Is the Learning Center different

from the other classrooms?

If so, how?," the following written

comments were made:
more help in different subjects
get a choice
more opportunities
more fun
teachers get more involved with students
do different things
more subjects and topics
discussion of topics with others
teach more things
offer variety of subjects
not always the same thing over and over
deals individually with the classes
get to select which class/subject you want
if don't like one class can go to another
won't get tired of same classes day after day
more things to do
better than other classrooms
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TABLE 12
FACULTY QUESTIONNAIRE RESULTS
Dis¬
No
Aqree agree Other Response
1. The Learning Center offers something
different than the regular classroom.

14
93%

2. Individualized instruction should be
the direction that a juvenile holding
facility's school should adopt.

13
87%

3. Learning modules are an effective tool
in individualizing instruction.

14
93%

4. Teachers should offer currently
relevant material as subject matter
for the students.

14
93%

1
7%

1
7%

1
7%
1
7%
1
7%

5. Teacher attitude is an integral part
of communication between teacher and
student.

15
100%

6. Counseling is an integral part of a
teacher's role in the classroom.

10
67%

4
27%

1
7%

7. Students in a juvenile facility have
the same desire to learn as those
students in a community school.

5
33%

6
40%

4
27%

Past

Re¬
cent

11
73%

3
20%

Yes

No

6
40%

3
20%

Yes

No

7
47%

4
27%

8. Did you know about the Learning Center
concept in the past or just recently?
9. Have any of the elements (Practices,
procedures, concepts) of the L.C. plan
been adapted to your subject area and
classroom?

10. Have you plans to incorporate any or
more of the L.C. elements into your
teaching practices?

1
7%

6
40%

4
27%
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TABLE 13
STUDENT QUESTIONNAIRE RESULTS

Yes

No

Don't
No
Know ResDonse

1. Is the Learning Center different from
the other classrooms? If so, how?

24
89%

2. Do you like having a choice in what
you're going to study for the hour in
the Learning Center?

26
96%

1
4%

3. Does the Learning Center offer adequate
material at your level?

21
78%

1
4%

4. Is the material in the Learning Center
relevant to what you're into?

19
70%

7
22%

5. Do you like the attitude of the teachers
in the Learning Center? Why or why not?

19
70%

2
7%

6. Do you feel you can talk freely and openlj 22
to any of the teachers in the L.C. about
81%
anything on your mind?

5
19%

Same

More

Other

7. Do you have the same, more, or less de¬
8
sire to learn in the Learning Center plan? 30%

13
48%

4
15%

2
7%

1
4%

2
7%

3
11%
1
4%

3
11%

3
11%

2
7%

Don't
Know
8. Have you experienced a Learning Center in
your regular school "on outs" before?

3
11%

23
85%

1
4%
Comm¬
ents

9. How has the Learning Center affected
your learning in other classrooms of
Central Juvenile Hall?

3
11%

3
11%

13
48%

8
30%

Don't
Care
10. Would you like to see more classrooms
with a Learning Center atmosphere here
at Central Juvenile Hall?

24
89%

0
0%

2
7%

1
4%
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In response to question 5., "Do you like the attitude of the teachers
in the Learning Center?

Why or why not?," the following comments

were made:
they know how to go about teaching
they re very understanding and help when you need help
have more patience with you
M
don't act mad or mean
they help me learn
they take more time to help you
they want to help learn the kids in whatever they need work in
they try to help you more than other teachers
teacher takes time to explain things in groups
they take more time to show or explain
they all seem concerned
they try to teach you if you want to learn
you have choice of teachers.

In response to question 9., "How has the Learning Center affected
your learning in other classrooms of Central Juvenile Hall?," the
following comments were made:
I'd rather study here
It has helped me in many ways and to understand many things
Different
It helped me read better it helped me talk better it helped
me better in the learning place
I find I'm more interested and go more deeply into subjects
I think it is the best besides Music Class
You see girls. You listen to records
It is very good to learn in these classrooms
The results of the faculty and student questionnaires provided further
valuable input for the team in its efforts to continually develop
the learning center and better adapt it to the needs and for the
benefit of the students.

CHAPTER SIX
SUMMARY, FINDINGS AND CONCLUSIONS, RECOMMENDATIONS

Restatement of the problem

1.

A portion of America's youth, concentrated in urban areas,

is consistently labelled delinquent and confined in detention insti¬
tutions both for their behavior and for what they are.

To develop

an educational program that will break the existing patterns and help
these youths, the structure of the problem and the causes behind it
must be understood.

An effective program must counteract the character¬

istic school failure of these youths, by excluding or fighting the
elements that promote such failure and by including and fostering the
elements that lead to success, thereby penetrating the cycle of delinquency
and altering it.

A functioning program aimed in that direction is de¬

scribed, and its conceptual and technical justification is evaluated.

Summary
2.

Social milieu:

Traditional American beliefs in social equality

and equality of opportunity are contradicted by the existing reality,
in which a portion of the population is systematically prohibited
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from attaining social success and status as it is understood in this
society.

An unstated but nonetheless real class and caste system

exists which keeps minority and ethnically different groups in a vicious
cycle of poverty and low status.

The educational system is one element

in that cycle.
3* Urban setting:

Official delinquency is concentrated in

the densely populated urban areas.

These areas have experienced a

heavy influx of low status individuals seeking improvement in their
lives, and a corresponding outflow of relatively high status indi¬
viduals.

This has resulted in a further polarization of these social

groups, and has left the central cities in an impoverished and de¬
teriorated condition which invites delinquency.
4.

Urban schools:

The new urban populations are left with

schools that fail to provide the education necessary for attaining
success in this society.

Racial prejudice has helped force minority

students into segregated schools which have been revealed as woefully
inadequate, resulting in poor achievement for the low status children
and a widening gap between them and the white majority.

Part of the

inadequacy stems from the general orientation of slum schools, which
tend to consider low status students ineducable and inferior to other
students.

Partly it stems from the failure to recognize that the

life style and culture of these students is different from that of
the majority population, and constitutes a hidden curriculum which
the formal curriculum is not prepared to utilize effectively.

The

formal curriculum presents a picture of life which is contradicted

138
by the real experience of these students and to which they cannot
respond except in rejection.
The urban teacher generally reacts to the boredom and listless¬
ness of students faced with a mostly useless formal curriculum by
demanding order and subservience to his authority, rather than by
searching for methods to keep his students constructively engaged.
Furthermore, his negative perception of the students, which reflects
the orientation of the school, is internalized by the students and
lowers their own self-concept, which in turn lessens their achievement.
By believing that the students will fail he in effect causes their
failure, through the mechanism of the self-fulfilling prophecy.
The urban teacher is likely to be less experienced and less
competent than other teachers, and unhappy in his present position.
Those teachers who are competent are often impeded by a bureaucratic
structure which prefers docility to effectiveness.
5.

The delinquent:

The urban situation provokes behavior

that society considers delinquent, but society operationally defines
delinquency as anything which the courts consider to be delinquent
behavior, and this allows the legal and judicial systems to exercise
prejudicial application of the laws.

As a result, low status and

minority youths may be stigmatized for life and set on criminal paths
although the behavior which prompted court action may be no different
from the behavior of higher status youths who escape punishment.
Current theory in the area of juvenile delinquency emphasizes
that the causes stem from a social system which systematically excludes

139
a portion of the population from the higher status positions but
which nonetheless demands that it strive for those positions.

In a

sense the society encourages behavior which it punishes, because
youths frustrated in efforts to achieve legitimate status are forced
to turn to alternate means of achieving status.

Those means are

provided within the cultural framework of the youths, so that by
acting in accord with their culture, and acquiring the delinquent
label, the lower-class culture in general is considered delinquent
by extension.
When a youth is faced with a choice between antisocial and socially
acceptable behavior, his own self-concept and the availability of
satisfying alternatives will in good part determine his choice.

The

forces at work in society which damage the self-concept of low status
youths and deny them satisfying alternatives thus determine, in part,
choices which lead to antisocial behavior.
Those youths who tend to become labelled delinquent are character¬
ized by extremely poor school achievement, although their intelligence
has been shown to approximate that of the general population.

They

tend to strongly dislike school, are constantly truant, and almost
always drop out early.

In some cases, they may be labelled delinquent

for their failure to attend school, although their dislike reflects
an accurate perception of the inferiority of their schools, in which
their self-concept is damaged, they are kept from achieving status
and learning, their life experiences are contradicted in a rigid
curriculum they are forced to follow, their creativity and curiosity
are stifled, and their chances for achieving success in the larger
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society are not improved.

These facts tend to make school a place

where the delinquent alternative seems attractive in comparison with
the alternatives offered by the school.
If these youths choose the alternative of delinquency, they
are likely at some point to be apprehended and placed in a detention
setting.

There they are likely to encounter the same problems found

in the schools, and consequently are offered no reason to alter their
attitudes and behavior.

Detention schools are likewise little different

from, and probably worse, than community schools--their staffs have
no special training, and are not prepared to offer anything to the
delinquent youths which might cause them to change their perceptions
of themselves and of society or to change their behavior once they
are released.
6.

The Teacher Corps program for educational change in correc¬

tional institutions:

Recognizing the problems in the educational

system that relate to and serve to promote delinquent behavior, the
Urban Teacher Corps seeks to break the delinquency cycle by inter¬
vening at the key point of teacher behavior, through improved teacher
training that emphasizes concurrent study and implementation of improved
educational methods specially adapted for delinquent youths.
The Teacher Corps training program aims toward producing teachers
who:

a_.

understand and are sensitive to the causes of delinquency

and to the specific problems of delinquent youths; b_. accept, positively
perceive, and expect success from delinquent youths; c. possess effective
techniques for fostering achievement by these youths; d. work in correc¬
tional institutions because they wish to; e_. understand the workings
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of the entire detention system; f. can develop and implement construc¬
tive curricular innovations;

will work in the comnunity as well

as in the institution and serve as liaison between the two; h. can
promote coordination among all elements of the detention system
toward helping the youths through education.
The training program works to produce teachers who are competent
in their work, starting from its recruitment and selection procedures,
through special counseling and help with personality problems that
impede effective action in the trainee, and up to and including assess¬
ment of the trainee on-the-job.
the trainee include:

The developmental goals sought for

a_. insight into problems of delinquency and an

attitude of empathy, hope, and determination; b^ competence in teaching
skills; £. working knowledge of the social and psychological dynamics
of low status minority groups and of delinquents; d. understanding of
social stratification, social mobility, and impediments to social
mobility; e. understanding of methods for coordinating knowledge
from the behavioral sciences with teaching techniques, specifically
as applicable to delinquent youths; f_. understanding the dynamics
of authority in disadvantaged and delinquent youths;

understanding

of how children learn, how environment and status affect learning, and
how to develop motivation.
In the midst of his training, the potential teacher is sent out
with two or three other trainees to develop a program in an institutional
setting, so that he can incorporate and coordinate knowledge both from
study and from practice to the benefit of both.

To prevent his being

stranded in unfamiliar territory, he is guided by a team leader, whose
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experience and training have provided him with the combined skills
of a master teacher and effective administrator.
must demonstrate competence as:

The team leader

a^. a model for humaneness and effec¬

tiveness in teaching situations; b. a facilitator of effective team
building and performance; c. an advocate, promoter, and diffuser of
change; d. an interpreter and researcher of the concepts of delinquency
causation as they relate to educational planning; e_. an integrator
and coordinator of school-community resources and personnel in the
building of adjunct support teams.

He embodies the characteristics

of an effective change agent described by Fantini and Weinstein.

As

a team, the trainees have the direct responsibility for effective
on-the-line change in the education of delinquents while the team
leader complements their role by facilitating institution-wide change.
The university, in undertaking the training of improved teachers
specially prepared for teaching delinquents, achieves its prime function
of implementing methodological innovations discovered through its
research capacity in the broader societal framework.

In addition,

it provides for the bringing-up-to-date of the existing institutional
staff, through classes and training.

The university uses an inter¬

disciplinary approach in training teachers; this serves as a model
for interdisciplinary action within the correctional institution and
in the community outside, which the team is trained to effect and
promote.
The basic instrument for promoting change in the institutional
setting is the learning center, manned by a Teacher Corps team.
serves a threefold role as:

11.

It

A place where effective education
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of delinquent youth occurs; 2.
competent teachers;

3.

A place where potential teachers become

A place from which dynamic change radiates

outward to the entire institution.
7.

The Central Juvenile Hall Learning Center:

The Teacher

Corps learning center concept was implemented in a juvenile holding
facility in Los Angeles County, California.

Beginning with a period

of orientation and observation, the Teacher Corps team proceeded to
plan and develop a learning center specially adapted to the character¬
istics of the institution.

It incorporated the methods and concepts

developed through the Teacher Corps training program into its class¬
room procedures with a limited number of students, using individualized
instruction, modular units allowing successful completion of projects
culturally relevant materials, self-directed learning and grading,
and personal counseling on individual problems.
In a second phase, the team utilized its experience and new
knowledge in expanding all portions of the learning center and con¬
certing the efforts of all the institution departments into its
educational program.

It developed new programs and extended its

activities into all phases of the detention system.
Throughout the course of its activity, the team repeatedly
assessed and evaluated its effectiveness, exploring means of improving
its functions and of increasing each member's competence.

As part

of this assessment, it designed a faculty and student questionnaire
that provided feedback concerning the program's effectiveness and
deficiencies.
the program.

The information obtained was put to use in improving
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Findings and Conclusions

The learning center's three-way role as teacher-training focus,
change agent, and educator of delinquents calls for evaluation along
all three dimensions of its activity.

1.

As teacher-training focus:
a.

The learning center concept alters the traditional teacher

role from that of lecturer and unilateral disseminator of information
to that of a combination counselor, therapist, resource tool, tutor,
and facilitator of the learning process.

This changed role is com¬

patible with the hypothetical model of the ideal teacher as outlined
by Miriam Goldberg.
b.

By functioning as part of a team, in which he is an equal

partner, the trainee obtained valuable feedback about his own behavior
and attitude and their effects on the students, as well as providing
insight into the behavior and attitudes of his fellow interns.

His

mistakes were not "fatal" and self-perpetuating, but were used in
improving his teaching ability.
c.

Considerable emphasis was placed on the team leader's role

in the learning center as guide and model for the interns.

In some

cases this led to excessive dependence on the team leader by the
interns, with a consequent de-emphasis of their own research and selfexamination as a means of promoting growth and improvement in their
role as teacher.
d.

Practical on-the-site training provided experiences crucial

to the full understanding of the material presented in the university
coursework.
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e.

The interns, as a result of their in-service training, were

unlikely to encounter the "culture shock" typical of urban teachers
fresh out of college, in their future capacity within a correctional
institution.

As part of a team, any intern sustaining such shock

effects discusses and deals with them immediately with the help of
the other interns and the team leader.
f.

Working as one of several interns, each trainee had an

opportunity to concentrate on a specific area of the curriculum and
program for which he had special interest.

While this promoted increased

commitment, it contained the risk of achieving competence in one area
to the possible exclusion of other areas.
g.

As part of a complete working team, the trainee was unlikely

to lose sight of the methods he had been taught, a frequent problem
for new teachers placed under the direct supervision of a regular
teacher in a practice teaching situation.

The team leader served

as facilitator, rather than as an "authority."
h.

The trainee, as part of a team, was never stranded in a

problem situation.

He was always assured immediate access to help

when it was necessary.
i.

On the basis of student response, both personal and through

questionnaire responses and comments, the trainees were successful
as new teachers.
On the whole, the learning center as a place for training new
teachers appeared to be useful and effective.

The primary benefits

were due to the team concept of the center, which allowed the trainees
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to assist each other, with the guidance of a leader when his help
was called for.
2.

As a change agent:
a.

In the initial phase of the learning center at Central

Juvenile Hall, the team was able to coordinate the departments of
the facility in making possible several extra-curricular entertainment
events.
b.

In the second phase of the center's operation, important

institution-wide changes were implemented as a result of the activities
of the learning center team.

Coed classes, informal movement to and

from classes, counseling group sessions, library programs, classes
in the intensive care unit, and reading programs in all living units,
all constituted unprecedented innovations in the facility's program.
c.

The enlargement of the phonics program involved the coopera¬

tion and support of the entire facility.

This was achieved by the

learning center team, and came as a direct outgrowth of the learning
center program, in which the phonics sessions had been initiated.
The extent to which the center was able to enlist support was evi¬
denced by the voluntary attendance of the probation staff at night
classes given by the center to familiarize staff with the techniques.
The coordination of the facility's departments in this effort supplied
convincing proof that the center could indeed promote positive change.
At the same time, it allowed the staff to become familiar with other
concepts and methods used in the learning center.
d.

The learning center's involvement in drug-abuse program

activities enabled the team to enlarge its efforts to include the
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community outside the facility.

Discussion sessions with parents

concerning drug-abuse were initiated.
e.

The learning center team involved itself further In community

activities by establishing tutorial services for released delinquents
and otherwise facilitating their re-entry into the community by working
with probation officers, parents, and the community school.
f.

Faculty responses to the questionnaire indicated that some

classroom procedures initiated by the learning center team were being
adopted by some regular teachers, but not by enough to make a critical
difference in the overall school program.

However, the questionnaires

were distributed after only six months of operation of the learning
center, which was perhaps not sufficient time for concepts and methods
of the learning center to penetrate the entire school.
While the accomplishments of the learning center in expanding
the phonics program offer convincing proof of the center's capacity
to promote and implement institution-wide change, its full potential
as a dynamic change agent was probably not realized, although future
learning center teams may approach that potential.

Specifically,

the community outside the facility was not utilized to its fullest
extent, and it is within the community that the most basic changes
need to be introduced.

By arbitrarily defining the detention facility

as the "community" of the pilot project, the team limited itself in
its activities, although activities within the institution were, of
course, also important.

Once a youth is released from detention

into the community, the same forces that led to his initial incarcera¬
tion begin again to work upon him.

Even if his experience in the
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detention facility is a positive one, unless he is given support on
the outside, it is likely that he will enter again the revolving door
of delinquency and detention.
3.

As effective educator of delinquents:
The most important goal of the learning center is the one that

is the most difficult to evaluate.

The limitations imposed by Central

Juvenile Hall's organization as a temporary holding facility make
concrete measures of change such as achievement tests impossible to
administer with any meaning.

The youths are held for too short a

time in this particular facility.

But as was pointed out in the

"limitations of the study" section, and subsequently in a review
of the background of delinquency, the most significant determinants
of the choice of the delinquency alternative are subjective in nature,
and involve psychosocial issues, such as identity, connectedness,
and power.
a.

Self-concept:

The issue of self-identity affects the way

an individual will be able to "contain" himself and keep within
socially acceptable bounds in situations of high frustration and
conflict; it affects, moreover, the ability to achieve success in
any given situation, including scholastic ones.

A main focus of the

Teacher Corps training program was the issue of self-concept.

Trainees

were taught the effects of negative self-perceptions on achievement
and are aware of its manifestations in the classroom.

They have demon¬

strated competence in conveying positive perceptions o£ students to
students, as well as in communicating positive expectations and hopes
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for thetr success.

The effects of positive teacher attitude were

manifested in the reduction of discipline problems in the learning
center classroom.

In questionnaire responses, the large majority of

students indicated positive feelings about the attitudes of the trainees.
Furthermore, class projects were designed to allow successful completion
in one period.
Successfully completing projects produced a visible increase
in the students' self-confidence and subsequent motivation to achieve.
b.

Interpersonal relationships:

The alienation characteristic

of delinquents is clearly visible in the urban school.

When the

teacher is basically a constraining authority, only negative lines
of communication exist between him and the problem student.

Teacher

Corps trainees, on the other hand, were given considerable training
in communication skills, in developing effective interpersonal rela¬
tionships, and in developing sensitivity to others.

In the learning

center, the students' individual needs were given priority over academic
needs when the situation warranted it, and students responded positively
to this personal interest in terms of their behavior in class.

Of

the questionnaire respondents, the vast majority agreed that they
felt they could speak freely and openly to any learning center team
member about whatever concerned them.

This is a positive step away

from alienation and disconnectedness toward engagement and affiliation
with others in much-needed personal relationships.

That this occurred

between students and teachers shows a constructive and valuable change.
c.

Self-direction:

Every individual seeks power in the sense

150
of feeling that he has some control over what is to happen to him.
Low status youths, among them those who are labelled delinquent and
confined in institutions, have very little control over their own
lives.

In school especially they are manipulated and controlled

by a superordinate authority, and have little opportunity to acquire
the self-directed impetus to learn.

The learning center invited the

students to become active participants in their own education, rather
than saturated sponges of facts and figures.

Given the opportunity

to select their classes within the center, they responded enthusiasti¬
cally, with active participation and involvement in the subject of
their choice.

Questionnaire respondents were almost unanimous in

their approval of this selection system.
d.

Relevance:

An important source of the delinquent's rejection

of school is the educational system's refusal to acknowledge the low
status student's hidden curriculum, and its consequent omission of
important social realities already within the experience of the stu¬
dents.

The learning center, through the use of diverse materials,

attempted to combine the hidden and formal curricula and thereby
enhance the learning process.

The majority of questionnaire respon¬

dents believed that these materials were relevant to their interests,
but a significant portion disagreed.

In reality, a very limited defini¬

tion of relevance was used in providing materials; many of the students'
real concerns were expressed outside the classroom in requests for infor¬
mation that was classified earlier as "survival knowledge."
Taking into account the subjective nature of the processes which
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lead to breaking the negative learning patterns established by most
delinquent youth in their schools* the learning center was a success¬
ful learning experience for the students of Central Juvenile Hall.
A positive learning environment was created which promoted an improved
self-concept, a constructive relationship between student and teacher,
self-directed motivation to achieve success and hope for future success,
and a curriculum relevant to the interests and needs of the students.
This was supplemented by counseling in specific problem areas of the
students.

The reaction of the students to the learning center, a most

significant element in light of the delinquent's usual feelings toward
school, was distinctly positive.

This reaction was visible in the

day to day involvement and enthusiasm they showed in the classroom,
as well as in response to the written questionnaire.

Nearly every

student indicated his desire to see the learning center style class¬
room throughout the Central Juvenile Hall school.

4.

USC Teacher Corps Training Program:
The university effort of creating a training program that supplies

competent teachers for correctional institutions, in order to inter¬
vene in the cycle of delinquency, may be deemed successful insofar
as its trained teachers were successful in their work within the
institutional setting.

The general approach of a combination work-

study program proved valuable, as did the emphasis on developing
special skills to meet special problems in the education of delinquent
youth.

In like manner, the areas in which the teachers showed the
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greatest weaknesses, namely, in providing a relevant curriculum and
in working through the outside community, reflected and traced back
to weaknesses in the training program.

The training program placed

insufficient emphasis on developing a truly relevant curriculum,
partly because it viewed its goal as placing the youths back into
their community schools, a goal which emphasizes work in the basic
skills.
Less justifiable is the failure of the training program to
emphasize work in the community, since the university recognized
that "the focus of delinquency is in the community.

And the ameliora¬

tion of causation of delinquency must occur at least in great part in
the community....It is to the community delinquents must return."^9

Recommendations
IT IS TO THE COMMUNITY DELINQUENTS MUST RETURN
It is significant that the two deficiencies just mentioned
should exist in an otherwise thorough and effective training program.
It appears to the writer that they are inherent in the very definition
of the program, and thus cannot be remedied by slight modifications
in it.

By current definition, keeping in mind that even definitions

change, a teacher works in a classroom within a school that employs
many such teachers who are certified to teach a curriculum adopted
159Department of Teacher Education, "A Concept Paper to Develop
a Teacher Training Program Focused on New Educational Strategies for
Delinquent Youth in Community and Correctional Settings," University
of Southern California, p. 1-2, (see Appendix A).
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by the state.

He may have contact with parents and other community

persons from time to time, and he may occasionally depart from the
curriculum, but by and large he stays within the boundaries that have
been marked for him.

A Teacher Corps Trainee is trained to range

farther beyond those boundaries than the average teacher, and to do
so more often.

But he too is constrained by his definition (as is

the juvenile delinquent) to keep a certain distance between himself
and the community, as well as the specific needs of the community.
If the community he serves is a poor one and a low status one, the
distance is already fixed and is self-maintained.

In a certain sense,

then, the college-trained teacher can never fully meet the needs of
the poor community, because he is "doing something to" people who
are different from him in wealth and status, if not in color and
language.
To be fully aware of and to fully meet the specific needs of
a community, that community mu$t teach itself, or at least control
the teaching of itself.

In New York and other places, community

people have recognized this and are engaged in a struggle to realize
it.

In California, the recognition and engagement are not as fully

developed, although notable exceptions, such as the Westside Study
Center, are to be found.

In the black ghetto of Pasadena, this organi¬

zation, based on self-help and hope, became the real help and hope for
the poor people of the community, offering education, service, job
training and development, and sensitivity training to expand the
horizons of people caught in the cycle of poverty.
Youths labelled delinquent are also caught in this cycle, in

154
almost every case, and need help beyond that which the Teacher Corps
can offer in its present state.

But people must use what is available

to them, and the Teacher Corps is available and can be useful, as
it has demonstrated.

An expansion of the concept which allows the inclu¬

sion of community people as an integral part of the program could
prove effective in disrupting the delinquency cycle as well as other
vicious cycles of low status communities.

One feasible expansion

of the program could be the development of a "survival school."

The Survival School

The survival school is designed as a transition point between
a youth's release from a detention hall, camp, ranch, or other facility,
and his re-entry into the community.

Located in his community, it

would serve as a combination de-briefing, re-briefing experience
for him, to help him unload the negative luggage he is likely to
have acquired during his incarceration, and to arm him with a new
set of skills and a new outlook for his return to the community.
The staff would include representatives from the several insti¬
tutions with which the youth will come in contact.

Members of the

probation department will realistically inform him of his alternatives
of action, and of the probable results of choosing those alternatives.
The probation staff will be involved in the school as special con¬
sultants, but involvement in the school will comprise a portion of
their regular training, to bring them close to the community they
will serve and to help them gain an understanding of that community.
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Teachers from the community schools will offer their specialized
knowledge of the educational system, and will in turn become familiarized
with the innovative methods of the Teacher Corps, which they will be
encouraged to adopt in their own classrooms.
An intensive version of the Learning Center, staffed largely
by interns, will apply the full force of its abilities toward pre¬
paring the youth for his return to the community school.

When necessary,

professors from local colleges who specialize in relevant disciplines
will be called upon to provide added help.
A large proportion of parents and other interested persons from
the community will participate in the capacity of paraprofessionals
and will provide help in all areas.

A career lattice for advancement

and eventual professional status will be provided in the several
fields encompassed by the school for these community people, who
need only show an interest in the project and in improving their
own lot.

They will provide input as to the specific organization,

problems, and capacities of their communities.

As they advance up

the career ladder, they will embody for the youths proof that change
and opportunity are possible within the system.
College students and faculty from local institutions of higher
learning will be invited to participate and become familiar with the
methods and organization of the school.

They will in turn inform

their schools of the program and promote inclusion in the curriculum
of elements of the program they deem valuable.
Through the learning center interns, paraprofessional and other
community people, the incoming youth will be fully informed of the
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opportunities and alternatives open to him.

Along with a basic skills

curriculum, a curriculum in the psycho-social area will draw from
the social and behavioral sciences to provide the youth with an education
for life.

It would help him look at the relationship between society

and himself, examine the demands of society upon the self, and deter¬
mine the basic needs of the self in society.

It would help him enlarge

his horizons and spheres of activity and enable him to assess and
choose those areas that would best promote his personal growth.

It

would help him Increase his self-awareness.
The school will provide personal counseling services on any
level necessary.

It will be in touch with and be prepared to provide

immediate job opportunities and job training, and temporary housing
when necessary.

It will be in touch with resource people throughout

the community who can provide information in areas lacking at the
school.

It will encourage, through the community paraprofessional

staff and the community teachers, those youths who seem to be on the
way to a delinquent lifestyle to attend and take advantage of the
services of the school.
Funding resources for the school could include subsidies pro¬
vided by the California Aid for Probation Services Law, through par¬
ticipating probation departments; the law provides for subsidies
to probation services based on their success in reducing commitments
to state correctional institutions.

Community schools and Teacher

Corps training institutions could provide additional funding, as
could participating colleges.

Cooperating employers might exchange

job training and positions for a sure source of dependable employees.
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Interested persons in the community could provide auxiliary services
and facilities.

There are many possible plans for combatting delinquency and
the cycle which perpetuates it.

The survival school is one such

plan that could be made feasible using existing resources and insti¬
tutions, and which allows for unlimited potential growth.
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RATIONALE AND OBJECTIVES
In a recent publication of the Joint Commission on Correctional
Manpower and Training entitled Corrections 1968: "A Climate for
Change," they disclosed the findings of a survey of correctional
personnel on the gap in services and practices. One, that 69% of
over 1,8000 correctional personnel surveyed, felt that family or friends
were the most influential persons in the lives of probationers. And,
secondly, that over 86%, almost nine persons in ten, indicated that
corrections should move in the direction of developing more special
community-related programs. They basically felt that the strongest
emphasis should be placed upon changing community attitudes and con¬
ditions towards delinquency. They saw community environment and
attitudes related directly to the causation of crime and recidivism.
Among the social factors cited contributing to causation were unem¬
ployment, broken homes and lack of, or poor education. The emphasis
placed on the need to change community attitudes appears to be a recognition
on the part of correctional workers that true rehabilitation requires
returning the offender to a supportive environment which can offer him
opportunity to become a productive citizen.
At the same time, the report of the President's Commission on
Law Enforcement indicated that delinquents are often failures in public
school, or so alienated from school that they develop anti-social
behavior which leads to their being pushed out or penalized for dis¬
ruptive behavior.
The report is concerned that a high priority be placed upon the
need for specially trained educational personnel to meet the needs
of delinquent youth who come from social, cultural and economically
disadvantaged backgrounds. The report points out a high correlation
between delinquency and school failures.
The focus of delinquency is in the community. And the amelioration
of causation of delinquency must occur at least in great part in the
community. It is in the community that we find the social factors of
poor housing, disrupted families, unemployment, inadequate education,
and general lack of opportunity structures to move more productively
in the society. It is also in the community that we find the acts
of delinquency which begin the process of alienation and isolation
from the society. It is to the community delinquents must return.
Some 20,000 young people a year, under the age of 18, are adjudicated delinquent and pass from the community through the correctional
institutions of Los Angeles County. They may return to the community
in a few days or in nine months. Whatever the cause of their detention,
one factor they have in common is the disruption of thei r educational
and vocational patterns. And, often, adjudication alone makes it
difficult to reintegrate into their previous situations - once having
been labelled "Delinquent."
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When returned to school the teacher is usually unprepared and
untrained to provide for the readjustment of these youths into the
structure of the normal classroom.
In May, 1968, shortly after receiving a mandate to aid in up¬
grading the educational progrmas in correctional systems in the western
states, the Western Interstate Commission on Higher Education (WICHE)
published a survey on "Teachers and Teaching in Juvenile Correctional
Settings." The survey questionnaire was circulated to educational
directors and teachers in juvenile correctional institutions in eight
(8) western states. Two important themes prevailed throughout the
responses: First, that the teacher of delinquent youngsters must be
willing to reach out to the student in non-traditional ways and that
the delinquent youngster has a more difficult time achieving in educa¬
tion because of previous academic failure, psychological disorganization,
and disfunctional socialization processes. In addition, they identified
the special problems of teaching delinquent youth as follows:
Student Centered
--Non-motivated students.
—Learning experiences not meaningful to the delinquent.
—Student's negative attitude toward education.
--Special educational needs of the individual delinquent.
--Lacking knowledge about individual students.
—Coursework does not correspond to individual student's abilities.
--Students lack basic knowledge.
—Mental retardation.
--Retardation in reading abilities.
Organizationally Centered
—A constant turnover in population.
— Inadequate facilities and materials.
--Student groupings are not based on capacity to learn.
--Lack of support by administration.
— Insufficient study time for students.
.
— Inadequate communication with other institutional personnel.
--Integrating institutional program with public school education.
The following is a proposal to specially train new teacher-trainees
to develop better educational strategies and curriculum for the de
linquent youngster both in the institutional setting and in the
community.
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The goals of the proposal are:
For the University
To develop an interdisciplinary training program which
will focus upon understanding the causation of delinquency
with special awareness of the unique problems and needs
of the delinquent youngster.
To provide on the job training through integrating field
experiences in public community schools with high delinquency
rates, in correctional community education programs, and in
correctional institutions.
To develop a team concept which will include teachertrainees, correctional and probation personnel and
correctional community liaison personnel.
To develop educational strategies to intervene in the
cycle of delinquency involving both relevant community
based correctional personnel and institutional personnel.
For the school district:
For the public schools:
To use the school both in the local community and in the
correctional institution as a training laboratory to learn
about the problems and needs of delinquent prone or delin¬
quent youngsters.
To assign teams to specific problem levels or issues
within the schools. For example, to assign teams to
the fifth and sixth grades of elementary schools as the
beginning stream of dropout and overt delinquent behavior
occurs.
To isolate the most problem oriented areas within the
school and to involve the special resources available
such as psychologists and counselors. This might be
centered on narcotics and illegitimacy as two major
areas of concern to all schools.
To develop a stronger and more comprehensive relationship
between the schools and other related community and
correctional resources to bring their resources to
mutually aid the young person. This would include
vocational and health services.

171
For the schools in correctional settings:
The school in correctional institutions is in a difficult
situation because it exists in a host institution which is focused
primarily on custodial and confinement principles. It is essentially
an appendage to the correctional program and as such exists as an
isolated experience for the confined delinquent. Therefore, much
of the work of the team can be used to develop more cohesive, com¬
prehensive, and individualized educational experiences.
To develop educational strategies to meet the special needs
of this situation which currently has difficulty planning because
of indeterminate attendance, diverse educational backgrounds, iso¬
lated and fragmented educational experiences unrelated to the sending
schools and a system aimed more at custodial care rather than remedial
care.
To develop experimental educational efforts which can be adapted
for longer and shorter confinements, for multiple age levels, and
different educational levels.
To provide an integrative program this project will focus upon
the following concerns which will run throughout the two-year program:
To develop an understanding of causation of delinquency to learn
about the correctional system both in the institution and in the
community, to learn about the role of the juvenile court, the educa¬
tional patterns and programs in the delinquen process, the role
of education as a prevention and rehabilitative process, and the
development of educational strategies to intervene in the cycle of
delinquency.
Trainees will not only receive training in skills and techniques
of working with the failures of education of the delinquent, but
will experience the cycle of the correctional process which a de¬
linquent youngster goes through so that they understand the interplay
of education and corrections and are aware of the multiple experiences
and pressures on delinquent youngsters.
Program plan and schedule:
The program will be developed with the University, participating
public community school districts, the County Probation Department
and the County Special Services to Schools Department. Teams will
be based in public community schools, but will, move into other
school and correctional settings freely. These will include con¬
tinuation schools, community treatment correctional programs, halfway
houses and correctional institutions. The teams will move through
training field placements that will replicate the movement of delinquent
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youngsters. For example, if the normal process of referring youngsters
is from the school to a community treatment center, to a continuation
school and then a correctional setting, the teams' placements will
follow this process. This will afford interns the opportunity of
knowing the different kinds of educational programming youngsters
pass through, the nature and quality of these programs, exposure to
experimental programs, and an awareness of the inter-relationship
of educational planning.
The overall plan of the two year work study program will be
divided into one year of intensive training which will include teacher
training and understanding of delinquency and the correctional system.
The second year of the program will involve teams in program develop¬
ment to enhance the relationship of corrections and education and to
intervene with new strategies of education. Following is a proposed
schedule of the program:
Pre-service phase: Will concentrate on learning about
causation of delinquency, the relationship between
corrections and the juvenile court, and educational
programs in corrections. Related field activities
will occur in community and institutional correctional
settings.
1st semester: Teams will intern in specific situations
in a high delinquency school in the community. They
will also concentrate upon working with parents of
delinquents or dropouts and related community probation
services.
2nd semester: Teams will intern in a community correc¬
tional program that has an educational program. This
will include halfway houses and community treatment
centers.
Interim summer: Teams will intern in a confined delin¬
quent setting. This will include juvenile camps and
juvenile halls.
3rd semester: Teams will develop and implement a new
educational strategy enriching the educational program
and aimed at prevention of delinquency or reintegration
of the delinquent to the community. This will include
public community schools, continuation schools and educa
tional correctional community treatment programs.
4th semester: Continuation of the above program and
working to integrate the program into the mainstream
of the school situation.

APPENDIX B
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SUMMARY REPORT
Juvenile Hall Boys' Team
Activities - September 1970 - June 1971

Our team moved into Juvenile Hall from MacLaren Hall in September
1970. Initially in moving into Juvenile Hall our priority was to
meet the principal of the school and to meet the superintendent of
the facility. In both meetings we gave our principal, Mr. Van Thiel,
and the Juvenile Hall Superintendent, Mrs. J. Sides, all informa¬
tion available to us about Teacher Corps. We then met with the
teaching staff and the probation staff and oriented both groups
in the same manner--question/answer sessions about the Teacher
Corps program. In every situation we made all staff aware that
our priority was to become as familiar as possible with the
complete function of the Juvenile Hall facility.
Mrs. Sides, Superintendent of Juvenile Hall, with the assistance
of Mr. Jones, Program Services Director, designed an observation
and training program for us. This program was a condensed version
of the DPO training program that all incoming probation officers
undergo.
We became familiarized with the concepts and procedures of the basic
functions of each department in the Juvenile Hall facility. We became
familiar with the Juvenile Hall Court, Intake and Detention Office,
the Receiving Unit, the Psychiatric Care Services, the infirmary,
the camp's offices, California Youth Authority referral units,
intensive units and several living units.
We asked for and were given the opportunity to work, observe and
participate in the living units. The team worked and observed
two (2) eight (8) hour shifts.
During our observation and training period we also worked an eight
(8) hour shift in the East Los Angeles Field Office. Each intern
was assigned a Field Deputy Probation Officer. Upon completion of
each observation/training activity we asked for and were given the
opportunity to participate in feedback sessions, which were usually
conducted by the supervisor of that particular department. This
gave us the opportunity to become familiarized with the function of
the field DPO as he made contact with his clients.
This probation orientation program gave us insights into the function
of the Probation Department System:
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1.
2.
3.
4.
5.

Induction procedures
Court procedures
Medical procedures
Psychiatric procedures
Release procedures

After our observation of the probation department, which we defined
as our community, the team evaluated the experience. The experience
was deemed positive and necessary to all incoming personnel, whether
they represent the probation department or the school.
Upon completion of the primary observation period with probation,
we then designed an observation program in our school setting.
Each person chose for their area of observation the area more
closely related to their undergraduate training. Example: a person
who majored as an undergraduate in Sociology chose social studies
as his primary classroom observation. Each class, with the consent
of the teacher, was observed for one (1) week. A system of rotation
was built into the classroom observation period. The interns observed
each discipline taught in the school. Each intern observed all disci¬
plines taught in the Juvenile Hall school.
All administrators, as well as teachers, were made aware through
the circulation of a printed schedule of the subject area and with
which teacher the observation would take place. At the end of each
weekly observation period, each intern evaluated, in terms of himself
or herself, the experience. All above information was exchanged at
the biweekly team meetings--and critiqued by the team.
Upon completion of the school observation cycle, we moved into the
Learning Center (the girls' team was already active in the Learning
Center). Our Learning Center design:
OUTLINE OF LEARNING CENTER CURRICULUM
I.

STRUCTURING
A.

B.

Rules of learning center
1.

Their own (students)

2.

Our own (interns)

What we expect of students while in the learning center
1.

C.

What students can expect of us

Grading
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D.

II.

How students were chosen
1.

By units

2.

By school

3.

By interns

PRE-TEST
A. Determine levels

III.

IV.

1.

Reading

2.

Math

3.

Enrichment interest
a.

Ethnic studies

b.

Consumer education

c.

Current affairs

d.

Sociology, etc.

DETERMINE OBJECTIVES
A.

Reading

B.

Math

C.

Enrichment

METHODS OF ACHIEVING OBJECTIVES
A.

B.

Reading
1.

Vail Method

2.

Van Allen Method

Math
1.

S.R.A. (Science Research Associates)

2.

Math games
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C.

Enrichment
1.

Books of interest to the student (cultural, ethnic, etc.)

2.

Magazines

3.

Open discussions (group participation in areas of special
need)

LEARNING CENTER CURRICULUM
I.

STRUCTURING
A.

All rules of the school will be observed in the Learning
Center.

B.

We expect the student to participate to his fullest ability
while in the Learning Center.

The student can expect the

intern to act as a resource agent to facilitate his learning.
C.

Grades will be determined by the interns.

The grades a

student receives depends upon the extent of his participation
in the Learning Center programs.
D.

The interns will decide which Units they will be working
with.

This will entail speaking with both the Principal,

Teachers, and the Probation Officers who work closely with
the Units.
II.

PRE-TEST
A.

A modification of the W.R.A.T. (Wide Range Achievement Test)
will be used to determine the student's level of achievement
in reading and math.

The interns will administer the W.R.A.T.

Test in the morning session of the student's first day in
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the Learning Center.

The interns will use the afternoon

to evaluate this pre-test and set the Basic Skills level
at which the student will work at for the next two weeks.
The Interns will also determine which are of Enrichment
the student will work in.

This determination will be the

result of an interview where the student will discuss with
the interns his areas of interest.
The Enrichment program that will be offered to the students
will include various subjects designed to focus on each
individual student's needs and interests.

These areas of

focus will include such diversified subjects as Ethnic
Studies, Consumer Education, Current Affairs, Fine Arts,
Sociology and other areas the student may express interest
in.

All subject areas are designed to make the student

more aware of the world around him.
In the Enrichment program, each intern has selected a subject
area that is of interest to him/her.

Each intern will act

as a Resource Agent in that subject area and will facilitate
the student's learning according to the student's ability.

III. DETERMINE OBJECTIVES
A.

The reading objectives will depend upon the evaluated level
of the pre-test.
two week segments.

A student's program will be divided into
The two week segment will be concerned
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with focusing on a Problem Area determined by deficiencies
noted in the pre-test.
B.

The math objectives will be determined in the same way.

C.

The Enrichment program objectives, after the student and
intern choose a field of study, will be determined, in part,
by the student's Basic Skills level (comprehension and ability
to use Basic Skills' tools in enrichment objectives) and a
subjective evaluation of the student's ability to work in
the area that he has chosen.

The subjective evaluation

will include the intern's observation of the student's level
of interest, his creativity, and willingness to work in his
area of enrichment.

IV.

METHODS OF ACHIEVING OBJECTIVES
A.

For reading objectives to be met, the interns will use the
Vail, Van Allen, or other appropriate reading methods.

The

interns will facilitate learning in the student's Problem
Focus Area by giving the student these reading methods, as
tools, so he can master his Problem Focus Area.
For example:

If a student is having problems with Word Attack,

the Vail and Van Allen methods will be used to correct the
deficiency.

The interns will determine the Problem Focus

Area in Basic Skills for each individual student for a period
*

of two weeks.

Our objective will then be to correct that

certain area of deficiency.

The interns will consider their
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objectives and the student's objectives as being met if the
deficiency is corrected or is showing tremendous growth in
the area being corrected.

Both a written and oral post-test

will be given to see whether or not the criteria of our
objectives have been met.
B.

For math objectives to be met, the interns will use the
S.R.A. curriculum method, and other appropriate methods when
needed, and proceed with the same criteria objectives as
those used above in the reading program.

C.

For Enrichment objectives to be met, the interns will use
a post-test consisting of both written and oral responses.
The test will be designed by the individual intern for the
individual student and will focus on how the student is
using the knowledge he has gained from the Enrichment program.
The utilization of his newly acquired knowledge will be mani¬
fested in his increased awareness of the world around him.
(What do I know that I wasn't aware of before I began studying
in this area?
Agents.

The ability to use other humans as Resource

Has my study given me tools that I can use?

The

ability to research on an individual level and the knowledge
of where and how to gather data pertinent to the particular
area of concern.

Etc.).

INTERN WILL FACILITATE LEARNING IN PROBLEM FOCUS AREA
STUDENT WILL PARTICIPATE IN PROBLEM FOCUS AREA TO HIS FULLEST CAPACITY
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LEARNING CENTER
In working with the students in the Learning Center we have found
that it will be necessary to formulate some criteria in regard to
the selection of students we will be working with.
Using the following criteria, we will be able to best provide the
curriculum that will be most effective in working with the students.
1. The interns will decide which Units they will be working with.
This will entail speaking with both Probation Officers and Teachers
who work closely with the Units.
2. At present the Learning Center will be involved with a basic
skills program, consisting of math and reading.
3. At present the focus of the Learning Center will be aimed at
students who will be here for more than two weeks. This will focus
on Units that detain wards for more than two weeks. In the future
our focus will also include those students whose dispositions will
be determined within a period of less than two weeks.
4. A minimum of two interns from the Boys' side in the Learning
Center at all times. This is in addition to a licensed teacher.
5. At present the Learning Center will be in use from 9:00-11:30 a.m.,
and the afternoons will be left open for evaluation of our work.
6. An active file will be kept on each student in the Learning Center.
A copy of this file will be available to the student, the Boys' school,
and the student's probation Unit on request. The file will include
any pre-tests, personal evaluations from the interns, progress reports
and any post-tests if given.
7. The Learning Center will not be used for students who are disci¬
plinary problems in the classrooms or living units.
8. All the students that attend the Learning Center should not be on
the Court Calendar, doctor's list, psychiatrist, etc. for that day.
With this critera we hope to work with the students as effectively as
possible within the facility. This outline is flexible and we are open
to suggestions from any member of the staff.
Jeannie Sides, Director
Jordan Van Thiel, Principal
Teacher Corps Interns, Roscoe Cook - Team Leader
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NOVEMBER 13, 1970
The following is the revised plan for the Learning Center, tenatively
scheduled for December 2, 1970.
INTERNS
There will be two interns assigned to the Learning Center.
interns will be assigned for a period of two weeks.

The two

STUDENTS
The first day the students will be pre-tested in order to determine
the level of academic work in the two basic skill areas of math and
reading. A file will be started, noting the present level of the
student and his progress for the remainder of the time he is assigned
to the Learning Center.
PROGRAM
The program followed in the Learning Center will be flexible, however,
the emphasis will be in math, reading and enrichment (enrichment being
a discussion of student's choices, current events, games, etc.).
Enrichment will vary but the basic skills program will be attempted
each day. The program will allow both group work and individual
work according to the needs of the student.
SUBDIVISION OF TIME (Approximate)
9:20 - 9:50

Warmup Session - consisting of games or discussion
(twenty-questions, current events, etc.)

9:50 - 10:50

Math or reading at a level based on our Pre-tests.
MATH - The student will work at his own level. An
intern will be available to assist if needed. Math
games will be provided if the more academic items falter.
READING - The Ed Vail or Van Allen reading methods for
the poorer readers. An enrichment program will be pro¬
vided for those capable of reading books, magazines,
poetry and other reading materials.

10:50 - 11:20

ENRICHMENT - Art, Ethnic Studies, Games, Music
Program will consist of materials brought in by the
interns. The subject matter will vary according to
the intern's resources and the student's requests.

11:20 - 11:30

Return students to school.
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LEARNING CENTER - April 2, 1971
LEARNING CENTER CHANGES:
1. New Time Schedule:
9:00
9:15

9:15
9:30

9:30

9:45

9:45
10:20
10:30
11:05

10:20
10:30
11:05
11:15

Pick up students for L.C.
Boys will wait outside and get acquainted, rap,
sing, etc., until the girls come to the L.C.
Students, with intern assistance, will fill out
program cards.
Session I
Break
Session II
Wrap-up: A time to share day's experiences.
Each intern will give a little insight into his
group's wrap-up discussion.
Also a time to discuss any problems which arise
as a group.

2. Each student will choose two different areas he wishes to work in.
3. New Areas:
Ellis and Connie - Will develop the reading in the boys' X-Y units.
4. We will have a "solitary child" floating thru the halls assigned
before and during each learning session to assist with students'
adjustments to their particular areas and with individual student's
needs. This was done to preclude unnecessary problems in the hallway
(hall duty).
SUGGESTIONS AND RECOMMENDATIONS:
1.

Interns will be responsible for their students who have signed
• up for his area.

2.

Interns will help each student program himself and understand
what is happening in each area.

3.

Each intern should be responsible in turning on kids to the other
areas in our L.C.

4.

Develop the reading program in Boys' Intensive Care Unit.

5.

Interns may plan a main lesson to present to the total L.C.
only has to inform the other interns of his plans.

He
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6.

Each intern's month's objectives will be presented to all interns
once a month.

7.

We will have a once-a-month critiquing session for all interns.
Not a praise session — a critiquing session in which we learn
how each one of us can improve.

8.

We interns will have to be more aware of each other's activities
and teaching methods in order to do justice to our critiquing
sessions.

TEACHING TIME:
We teach from 9:00 a.m. - 11:30 p.m., two and one-half hours or three
(3) periods per day - three days per week.
In the afternoon(s) we plan lessons, evaluate the morning activities,
interview children, plan and take field trips and work/interact with
our community.

MODIFICATION OF TESTING DESIGN:
Pre-test and post-test will consist of interview procedure conducted
by the teacher with the student.

GRADING:
Students will participate in the assessment of his grades. The grade
will be the result of a joint decision between the teacher and the student.

SUBJECT AREAS TAUGHT IN THE LEARNING CENTER
Math
Reading
Literature
Art

Spanish
Language Arts
Biology
Music

Mark Prim joined the team November 11, 1970. Mary Ellen Lopez joined
us February, 1971. They experienced the same type of orientation
program as did the rest of the team, although they did not observe
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in an area office. Mark Prim left the team February 5, 1971. Mary
Ellen Lopez is currently functioning very well in the sedulous capacity
of Teacher Corps Intern (teacher, counselor and team member).
Out of the myriad of good projects that our team researched and
effectively inculcated into the Learning Center program, the following
were picked to comprise this summary report. They were chosen not
because they were the best necessarily, but because together they
reveal the variety of areas in which our team has worked:
INTENSIVE CARE UNIT READING PROGRAM:
The Intensive Care Unit houses boys who have serious emotional and
behavioral problems. Some of these children have been deemed uneducable
by their community schools. Our Learning Center and Reading Clinic
programs were re-evaluated and modified to fit the need of students
with the aforementioned problems. The program was deemed valuable
to Intensive Care Unit children by Mr. L. Williams, coordinating
teacher, our team and by many of the participating children. We
will continue to administer this program, modifying it and making
improvements when necessary.
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EDWARD 0. VAIL FORMULA PHONICS PROGRAM

I.

PROPOSAL - The inception of a reading program involving juvenile
boys and girls, staff, and volunteer tutors of Boys' and Girls'
Family Treatment Living Units at Central Juvenile Hall. Edward
Vail s Formula Phonics Video-Tape Programming would be used as
the teaching method.

II.

BACKGROUND - Both counseling and teaching staff at Central
Juvenile Hall have noted that the vast majority of boys and
girls at the institution are reading below grade level and
many at levels which are remedial with no basic tools of their
own to raise this level. Since the average length of a boy's
or girl's detainment at the hall is only thirteen days, the
focus of Special Schools, Probation and also of Teacher Corps
has been to deal with SHORT TERM TEACHING TECHNIQUES. The
Family Treatment Living Units with which we will be dealing
initially in this program require a length of detainment at
the Hall of six weeks.
The following steps toward implementation of this proposed
program have already been taken:

III.

A.

A Formula Phonics Reading Program using the Edward Vail
Method has been started in Boy's Family Treatment Living Unit.

B.

Teacher Corps Interns have programmed Boys' Family Treatment
Staff, as well as Probation Staff from other Living Units.

C.

Reading tests have been and are still being administered
to ascertain the reading levels of not only the students
in Family Treatment Units, but boys and girls in other
Living Units as wel1.

D.

Fifteen tutors from Los Angeles City College VITAL Program
who are acquainted with Edward Vail's Formula Phonics are
currently working in the Boys' Family Living Units.

E.

Teacher Corps Interns are using Edward Vail's Formula
Phonics in their Learning Center.

GOALS
A.

To expose as many non-readers and below grade level readers
as possible to the SHORT TERM TEACHING TECHNIQUES of the
Edward Vail Formula Phonics Programming Tapes.
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B. To produce within a maximum of six weeks a positive change
in reading test scores for the boys and girls.
IV.

IMPLEMENTATION
A. There is a Video-Tape Unit assigned to Teacher Corps which

V.

B.

Phonics Tapes will be shown in two week cycles, three nights
a week, two tapes a night and will be followed by a tutorinq
session.
3

C.

Pre-tests will be administered and deficient readers will
be referred to Boys' Family Treatment Staff.

D.

Mid-tests will be given to al1 those who complete the pro¬
gramming sessions to see what they have retained from the
programming.

E.

Post-tests will be given to determine any reading level
change.

F.

All test scores will be recorded and sent along with a cer¬
tificate of programming completion to the school where the
boy or girl goes and will be included in the student's
transcript as a part of his court record.

PROJECTED BENEFITS
A.

If the student stays just two weeks at
have been exposed to a complete Edward
Programming Session, he will also have
approach to reading in his pocket when

Central, he will
Vail Formula Phonics
a solid basic skills
he leaves the institution.

B.

If the student stays longer than two weeks, as in Family
Treatment Units, he will have the benefit of staff and
tutors who have also been programmed by the Edward Vail
Formula Method.

C.

Through the student's transcript. Public School Counselors
and Institutional Camp Teachers will be informed of the
student's exposure to Edward Vail Formula Phonics and will
also be aware of his reading level.

D.

Students exposed and trained in the Edward Vail Formula
Phonics Method will be placed in both Public and Institutional
Schools throughout Los Angeles County.
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VI.

FEEDBACK, EVALUATION AND FOLLOW THROUGH
A.

Records of the pre- and post-test scores will be kept as
an indicator of the progress of the program.

B.

Tutors may follow through on those students who have been
released back into their own community and record the results.

C.

Some students released from Family Treatment are already
involved in followup programs and reading progress can be
checked while utilizing these students after their release
as tutors in the Edward Vail Formula Phonics Program.
This will provide a further source of support and contact
for released students with counseling staff.

D.

Weekly meetings of all those involved in the program to
discuss problems, concerns, and improvements.

Other activities in which we involved our children and our community:
PRODUCTION OF A FILM - Life in Juvenile Hall was illustrated from
the child's frame of reference. The team taught media techniques
of photography prior to the commencement of the production.
THE BOOK BUZZ - A coordinated effort with the school librarian to
motivate our kids to read more. Each boy or girl who has read one
book or more in a month can, if they wish, participate in a "Buzz
Meeting." Each person can and usually does exchange information, ideas
and attitudes about the book(s) he/she read that month. The meetings
were informal and refreshments were served (cake and punch). Our
objective was to make this a "fun" thing in the hope it would serve
the multi-purpose of creating good feelings about reading, self, others,
the library, and perhaps the school.
COMMUNITY READING CLASS - We offered instruction on Vail's Reading
Techniques to the Juvenile Hall Staff. Many of the kids came into
contact with Vail's approach to reading in our Learning Center and
in the Unit Family Counseling program. We saw the need for probation
staff to be made aware of Vail's techniques so they could assist the
child upon request in the living units/dormitory.
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TUTORIAL SERVICES - The interns have and do offer their services as
tutors to children. Some are working with recently released children they worked with the child's Deputy Probation Officer, the family and
the community school in the child's reintegration into the community
school, into the community and into the family - to do these things
the interns set up tutorial programs for the children following
re-enrollment in the community school, in which they play a part,
and they follow up by communicative efforts with the school admini¬
stration, teachers and the Deputy Probation Officer.
COUNSELING GROUPS - These sessions were set up to facilitate the
child's communicative skills. We felt that if the child could enhance
his communicative skills, while at the same time sharpening his listening
skills, the result might be a better understanding of self, which would
in the future promulgate a positive concept of self worth.
The team offered no solutions to problems, but they did offer honest
participation on every level of discussion. The team used methods
presented to us by Carl Kludts and Ramon Rios. This was felt to be
a positive approach by Mr. Rose, Probation Director, and by the majority
of participants in the sessions, including interns.
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CENTRAL JUVENILE HALL BOYS' TEAM
EVALUATION OF OBJECTIVES

OBJECTIVES MET
1.

Short Term Techniques
Short term lesson plans have been developed in the fields
of reading, math, science, art, Spanish, literature, ethnic
studies, media, language arts, health, consumer education
and drug abuse education. These capsule lessons were de¬
signed to meet the educational needs of our students in
Central Juvenile Hall.

2.

Reading Techniques
Modified versions of Vail and Van Allen reading techniques
were adapted to facilitate reading. This program was de¬
veloped basically for grades 3-12. This reading program
was used in the school Reading Clinic, in the Learning
Center and the Intensive Care Unit (X-Y) in Central Juvenile
Hall Boys School.

3.

Curriculum Development
We have developed and will be continually developing curriculum
peculiar to the Juvenile Hall School setting.

4.

Media
Media is being used as the occasion arises in all subject
areas. Media has been used in the reading program, through
the use of cameras, tapes, recorders and video tape. Also,
media was used in an enrichment program where the student
developed and filmed his own movie.

5.

Drug Exposure
We have been exposed to certain facets of drug abuse education
through readings, the OSS (Operation Short Stop) Drug Program
at Central Juvenile Hall and through direct counseling with
the students about drug abuse.
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6.

Multi Ethnic Center
The Multi Ethnic Center has been developed through the areas
the 1 i stening center and film strips. The
^ Ethnic Center deals mainly with the major ethnic minoriti es
°V e United States: the Black American, the Mexican American
and the American Indian.

7.

Community Relations
We have been actively involved in community relations
through the OSS Drug Program of Central Juvenile Hall, the
training of counselors in the use of Formula Phonics, the
re-integration of students back into their regular high
schools on the outs and the counseling programs with
certain units within the juvenile facility.

II. Generation
1.

ESL (English as a Second Language)
We have begun to develop a program in this area, but feel
we need more materials and training to become competent in
this area.

2.

Proficiency in Facilitating Groups
We will be increasing our facilitation of groups in the
coming year and feel we need to develop techniques and
sensitivity in such facilitations.

Although certain members have reached different levels of competency
in the above objectives, we feel that each intern has met them sufficiently
to this date and that we will continue to develop competencies in these
areas according to our needs and the needs of our students at Central
Juvenile Hall in the coming year.

